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1. FORORD

Det finns flera genrer av dialoger och texter. Den journalistiska
genren, som jag arbetat med i mediebranschen i 6ver tio dr som
bade medieproducent och TV-reporter och till viss del som medie-
larare pa gymnasiet, har lirt mig att forsoka skriva texter som ar
tillgangliga och intressanta for en bred allmanhet. Att skriva en av-
handling innebar att lira sig den vetenskapliga genren. For mig
blev det en flera ars spannande resa med manga moten, utmaning-
ar och revideringar. Resan kan jamforas med ett dyk i havet dar
jag inte i forvag vet vilka havsmiljoer och fiskar jag kommer att
mota under havsytan. Finns fargsprakande fiskar, koraller, vilbe-
varade rev eller hisnande ”drop offs”, grottor och vrak? Efter dy-
ket fylls loggbocker i med uppgifter om dyktid, dykdjup och upp-
levelser. Fiskguiden och uppslagsboken om havets fiskar vandrar
runt i dykgruppen och alla pratar i mun pd varandra om vad de
tror de sett eller verkligen har sett.

Detta vardagssamtal skiljer sig genremassigt it fran det samtal
jag motte i studenternas ndtbaserade dialoger i avhandlingens em-
piri, dir studenterna har begrundat och formulerat sina individuel-
la svar pa kursuppgifterna, for att sedan gruppvis granska var-
andras texter, ge respons, argumentera och diskutera. Jag har som
lararutbildare under atta ar erfarit att distansundervisningens pe-
dagogik och arbetsformer kriver fler och andra incitament dn den
campusbundna undervisningen. Men ocksd att det akademiska
skrivandet och samarbetet mellan studenter och studentgrupper
inte enbart utvecklas pd egen hand, utan kraver fler och andra stod
av larare och kursdeltagare. Min undran var: vad ger studenternas
texthandlingar och textutbyte for konsekvenser? Handlar det om



vardagssamtal eller vetenskaplig argumentering och responsgivning
pa nitet? Vad har studenterna lirt sig av den gruppvisa nitbasera-
de argumenteringen, responsgivningen och diskussionerna och vad
saknas? Detta kommer min sammanlidggningsavhandling att hand-
la om, som omfattar tre artiklar. Under vdgen har fyra konferens-
papers ocksd presenterats internationellt och nationellt.

I min licentiatuppsats analyseras en studentgrupps (N=40) ge-
mensamma anstrangningar och arbete med deras individuella
kursuppgifter och den gruppvisa skriftliga, asynkrona responsgiv-
ningen i den natbaserade lirgemenskapen under tre hogskolekurser
(45hp) pa distans i tva studier (Amhag, Lisbeth, 2009a). I avhand-
lingen fortsitter jag att vidareutveckla de teorier och begrepp jag
anvander om natbaserad dialogicitet. Det vill siga den dialogiska
interaktionen i och mellan studenters texthandlingar och tillimpar
dem i nya studier med att folja en ny studentgrupp (N=30) om in-
dividuell och kollektiv argumentering for larande under en nitba-
serad hogskolekurs (15hp) pa distans.

De teoretiska begreppen och tillimpningarna jag anvinder mig
av har vuxit fram i samarbete med mina handledare. Darfor vill jag
rikta ett stort tack till professor Feiwel Kupferberg som ser det
overgripande pedagogiska perspektivet, ass. professor Nina Meller
Andersen som ser det dialogiska perspektivet och docent Anders
Jakobsson som ser samarbetsperspektivet. Aven granskningarna
och samtalen i handledningsgruppen ”Estetik och medier” har va-
rit ett stort stod. Liksom Lotta Bergmans och Eva Skdreus gransk-
ning infor mitt licentiatseminarium, Ellen Christiansens granskning
infor slutférandet av avhandlingen och Helen Averys sprakgransk-
ning av artiklar. Allas kritiska varderingar av mina texter har varit
oerhort vardefulla och bidragit till arbetets utveckling och tillamp-
ning for natbaserat lirande och lirandet pa distans.

Vid sidan av forskarutbildningen har min man Goéran, mina tre
barn Stina, Elin och Alma och sex barnbarn Sebastian, Julia, Ag-
nes, Lovisa, Signe och Elton alltid funnits med. Tack for ert tala-
mod, stod och visat intresse, men ocksd for méanga roliga stunder.

Amboke och Malmo i september 2010
Lisbeth Amhag



2. STUDIENS KONTEXT

2.1 Inledning och utgangspunkter

Under det senaste decenniet har allt fler larosdten 6ver hela varlden
arrangerat distansutbildningar eller campusbundna kurser som helt
eller delvis dr organiserade med hjilp av nitbaserade larmiljoer.
Nitbaserade kurser har diarmed blivit vanliga och viktiga mediala
arenor inom hogre utbildning, savil i distansutbildningar som i
campusbundna kursmoment. Datorstodet har medfort ett nytt satt
att undervisa pa och ldra sig i och med. Mélet i hogre utbildning ar
att kursdeltagarna ska utveckla formdagan att sjalvstandigt och var-
derande kunna anvinda meningsinnehallet i olika texter. Det for-
viantas dven att de aktivt diskuterar kurslitteratur och kursuppgif-
ter under seminarier och/eller i den nitbaserade lirgemenskapen,
men att de ocksa tar del av och kritiskt granskar egna och andras
texter och produktioner, individuellt som kollektivt.

Jag har upplevt det Matusov (2007) pekar pa, att det 4r en peda-
gogisk paradox att akademiska gemenskaper ofta saknar trovirdiga
och dialogiska utbyten. Denna bristande utbildningsstruktur anser
han dr skapad av en osynlig, social tradition eller roster fran yttre
experter eller lirare, vilket resulterar i studenters ogrundade, ombyt-
liga och daligt utvecklade asikter. Som jag har erfarit ar tron pa
gruppdynamiken ansikte mot ansikte stor, liksom den direkta kom-
munikationen mellan méanniskor. Vissa studenter tar ett stort talut-
rymme, medan vissa ar tysta och meningsbytet dsidositts liksom den
likviardiga bedomningen. Kommunikation och erfarenhetsutbyte i
utbildningssammanhang, nitbaserat som ansikte mot ansikte, har
jag ocksa upplevt inte sker av sig sjalv utan stod och struktur av la-



rare och med hjalp av sociala och dialogiska interaktioner mellan
deltagarna och deras texter och andra produktioner.

Mitt intresse for nitbaserat lirande grundlades av arbetsformen
”blended learning”. Blended learning bygger pa att nitbaserade
kursuppgifter kombineras med campusbundna traditionella aka-
demiska seminarier och foreldsningar. Denna arbetsform introdu-
cerades av ldrarlaget jag ingick i pa lirarprogrammets forsta kurs
Att bli ldrare hostterminen 2003. Resultatet av kursvirderingen
som jag genomforde bland 54 lararstudenter pa lararprogrammet
visade att ”blended learning” framst gav dem storre mojlighet till
flexiblare arbetsformer med nitbaserade diskussioner om autentis-
ka fall och litteratur, vilket bidrog till 6kad delaktighet och okat
textbaserat meningsutbyte. Studenterna blev medaktorer i en nit-
baserad, situerad kontext (Amhag, Lisbeth 2004).

Redan for tio dr sedan papekade Utbildningsdepartementet
(SOU, 1998) att det ar angeldget att den pedagogiska fornyelsen i
distansundervisningen haller jamna steg med den tekniska utveck-
lingen. Det som karaktériserar nitbaserad undervisning dr att den
oftast genomfors med ett geografiskt avstand mellan lararen och de
studerande kring ett bestimt kursinnehdll. Detta geografiska av-
stand upplevs olika av studenter och larare och kraver darfor vari-
erande pedagogik och teknik, beroende pa om dialogerna sker syn-
kront, under samma tid via exempelvis chatt, webbkamera eller
mobilsamtal eller asynkront, i olika tid och rum via exempelvis
nitbaserade diskussionsfora, mail eller sms. Bade den synkrona
och asynkrona dialogformen kan betraktas som textsamtal med
olika syften och meningsinnehall.

Det som dven skiljer mellan nitbaserad kommunikation och erfa-
renhetsutbyte ansikte mot ansikte ar att den niatbaserade kommuni-
kationen i diskussionsfora ar transparent och synliggor allas delta-
gande. De asynkrona texthandlingarna finns dven kvar i sa kallade
”frusna dialoger”. Det innebar att larare och studenter kan lasa al-
las texter och de ar tillgangliga efter publiceringen, oberoende av
tid, rum och plats. Studenterna forvintas dven kunna anvinda och
granska varandras textbaserade argument, responser och motiver-
ingar pa olika satt. Med andra ord, att trdna sig i att ge kamrat-
handledning (peer scaffolding) med gruppvis kritisk granskning
och reflektion och ge kamratstod (peer support) med argumente-



ring om och responsgivning pa olika kursuppgifter. Det vill siga
att vara varandras kritiska vdnner i en gemensam lidrprocess. Min
undran vicktes: hur och i vilken omfattning anvinder studenterna
de skriftliga, asynkrona dialogerna for sitt och andras larande? Det
vill siga egna och andras texters meningsinnehall.

Scardamalia och Bereiters (1994, s. 37) klassiska studie citeras
ofta om problematiken att datorstodd undervisning tenderar att
stodja individuellt lirande och reproducerande kunskap, snarare
an pa kollektiva kunskapsbyggande strategier. Forfattarna lyfter
fram att den datorstodda utbildningen, som ar oberoende av tid
och rum, mojliggor att deltagarna kan reflektera mer 6ver sin for-
staelse tillsammans med andra och diarmed stodja den egna och
gemensamma kunskapsutvecklingen. Men exempelvis visar studier
av Lipponen et al. (2001) och Jakobsson (2006) att kursdeltagarna
aterger relativt ytliga texter och dteranvander dem utan att reflek-
tera vidare. Exempelvis ser Wainnman (2002) och Malmberg
(2006) att kursupplagget inte i tillracklig utstrackning stimulerar
eller utmanar studenterna att kommunicera och samarbeta. En
forutsittning for att asynkrona textsamtal ska fungera anser Lilje-
strom (2010) ar att studenterna blir insatta i vad som forvintas av
dem och hur dialogutbytet bidrar till lirande.

Studier visar ocksa att det inte heller dr tillrackligt att anvanda
sig av olika tekniska webbaserade redskap och modulsystem i den
natbaserade undervisningen, i syfte att studenterna sjdlva ska kun-
na reglera sitt lirande (ex. Kuei-Ping et al. , 2010; Xun et al. ,
2010). Forfattarna drar slutsatsen att datorgranssnitten bor for-
battras for att battre mojliggora self-requlated learning. Jag ser
mer dilemmat att lararna tar for givet att studenterna ar aktiva pa
frivillig vdg och redan formar eller ser vinsten med att anvanda sig
av olika natbaserade redskap for den egna kunskapsutvecklingen.

Dessa pedagogiska problem i natbaserade utbildningar anser Stahl
och Hesse (2008a) och Garrison och Arbaugh (2007) beror pd att
studenter och ldrare framst fokuserar pa den individuella lirproces-
sen och minimerar kursplanernas syften och lirandemal. Lindberg
och Olofsson (2005) och Roos (2005) studier bekriftar ocksd att
flertalet av distansutbildningarna pa hogskoleniva ar traditionella
vad giller distanspedagogik och utnyttjande av modern datorteknik.
Tonvikten av kursledare och larare har framst lagts pa organisation



och administration, som att publicera scheman och informera om
hur utbildningen ir upplagd. Aven kursinnehillet har frimst fokuse-
rats pa individuella arbets- och examinationsformer. Dialogutbytet
sker ofta frivilligt, utan stod och struktur. Detta gap mellan lararnas
ambitioner att skapa social och dialogisk interaktiv larmilj6 och stu-
denternas vetenskapliga formdga och instillning till samarbete be-
skrivs ocksa i ytterligare studier (ex. Vonderwell, 2003; Finegold &
Cooke, 2006; Ostlund, 2008; Mattsson, 2009).

Overraskande idr ocksd att Hogskoleverket (2006) hojer ett var-
ningens finger at distansutbildning. De skriver i sin utvardering av
amnena litteraturvetenskap och retorik vid svenska universitet och
hogskolor, att det kan fa vittgdende konsekvenser for utbildnings-
kvaliteten om merparten av verksamheten ges pa distans och/eller
over natet. I en debattartikel reagerade davarande rektor Leif Bor-
gert (2006) vid Hogskolan pa Gotland pa denna orittvisa betrak-
telse Over distanspedagogiken, eftersom Hogskoleverket beskriver
det ”som otankbart, att nat- och distanskurser med fa fysiska traf-
far per termin kan ge en fullvirdig utbildning” (s. 11). Fragan om
vilka zmnesomrdden som limpar sig for nitbaserade kurser berors
inte i rapporten. Men Hogskoleverkets bedomare vill fiasta upp-
miarksamhet pa att ett viktigt utbildningsmal ar att utveckla stu-
denters forméga att formedla och argumentera for sina tolkningar
av litterdra texter. De lyfter fram seminarieformen som ett l[ampligt
forum med diskussioner ansikte mot ansikte.

Att akademiska natbaserade utbildningar ska lagga storre virde
och vikt vid att stodja studenters metareflektion (higher-order thin-
king) lyfter flera studier fram (ex. Meyer, 2003; Schellens &
Valcke, 2005; Wegerif, 2007; Richardson & Ice, 2010). Andra
forskare betonar studenters individuella och kollektiva argumente-
ringar och kritiska resonemang (critical thinking) (ex. Vonderwell,
2003; Finegold & Cooke, 2006; Wegerif, 2006; Swann, 2010). Ex-
empelvis visar Erduran och Villamanans (2009) studie, med fokus
pa kvaliteten i teknologstudenters skriftliga argumenteringar, att
endast 35 % av dem var godtagbara. Enligt Scheuer et al. (2010)
ska studenterna inte bara "lira sig att argumentera", de skall dven
forsta grundreglerna. Jag menar att nar studenterna blir medakté-
rer genom kamrathandledning (peer scaffolding) och som kritisk
van (peer support) kan de lidra sig god argumentationspraxis om
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specifika amnen och diskutera och ge respons pa ett rimligt och la-
rorikt sitt. Med andra ord arguing to learn.

Stahl, Koschmann och Suthers (2006) hiavdar att den datorstod-
da larmiljon kan vara en kunskapsbyggande praktik. De beskriver
den kollaborativa processen som att kursdeltagarna férhandlar och
delar pa varandras forstelse for kursuppgifterna. Denna process
menar de dar medierad genom tekniskt designade artefakter, vilket
understodjer studenters dialogiska och interaktiva utbyte. Stahl och
Hesse (2007) skildrar den skriftliga asynkrona dialogen som ett
textsamtal, dar deltagarna blir involverade i bade ett intersubjek-
tivt och 6msesidigt lirande. Det intersubjektiva lirandet beskriver
Mortimer och Wertsch (2003, s. 235) och Wertsch (1998, s. 111)
ar en rorelse mot overenskommelse genom forhandlingar och en
stravan att skapa ny mening genom andras erfarenheter och dis-
kussioner i olika diskurser och kontexter. En diskurs i dialogen kan
exempelvis vara att anvianda sig av egna och andras samtal och
texter, men ocksa att meningsinnehéllet forstés i relation till andra
forfattares texter. Dessa ”sam-handlingar” skapar och dterskapar
kontexter (Sdljo, 2000; Strandberg, 2006). Den natbaserade larmil-
jon kan da betraktas som en situerad, dialogisk praktik eftersom
handlingarna dger rum i specifika, nitbaserade situationer som ar
forankrade i dialogiska interaktioner.

Det ar darfor mojligt att pastd att det finns olika uppfattningar
och kunskaper om hur savil tekniska redskap som muntliga och
skriftliga dialoger bidrar till individuellt och kollektivt lirande. Min
efterforskning visar att det finns betydligt farre dialogiska modeller
for att analysera argumentation och responsgivning, an att jamfora
tekniska redskap och moduler for olika onlineaktiviteter. Vanligt
forekommande 4r ocksd att kategorisera inliggen mer grovt och
overgripande i syfte att analysera det individuella lirandet. Den
webbaserade lirgemenskapen studenterna i avhandlingens empiri
anvinde sig av hade olika webbaserade redskap, som diskussions-
fora och chatt for bade text, bild och ljud. Men ocksid moduler
med schema och kursdokument, kursuppgifter med studiehandled-
ningar och deadlines, linklista, e-artiklar och rapporter.

Emellertid ar jag intresserad av ldrande dialoger och har darfor
valt att i avhandlingen fokusera pd kvaliteten i studenters nitbase-
rade argumentering och responsgivning. Mitt antagande dr att det
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som forhandlas mellan studenter 4r mening och innefattar sivail att
ha en dsikt om ndgot, som att forstd inneborden eller betydelsen i
olika dialoger. Genom att tolka omvirlden skapas mening och for-
staelse och darmed larande. Men det kan ocksd omfatta personliga
forhallningssatt till omgivningen och dess foreteelser. Denna ldr-
process ser jag dr kreativ och aktiv och utvecklas 6ver tid nar stu-
denter anvander sina erfarenheter tillsammans med andra, mot nya
satt att tainka och handla. Studenterna kan oberoende av tid och
rum svara individuellt pd olika kursuppgifter och argumentera, re-
flektera, diskutera och kritiskt granska varandras texter i den nat-
baserade lirgemenskapen. Det ar hir studenterna moter varandra
bade som individer och gruppmedlemmar med den sociala dimen-
sion det ger. De skriftliga, asynkrona dialogerna ser jag ocksa kan
fraimja sdvil den enskilde studentens metakognitiva formdaga, som
gruppens. Det vill sdga att studenterna oberoende av tid och rum
kan reflektera over sin forstaelse och sitt eget lirande tillsammans
med andra och genom det 6ka sin medvetenhet om den egna lar-
processen och fa insikt i hur argumentering och responsgivning pa
ndtet kan utveckla och fraimja larandet.

2.2 Syfte och fragestallningar

Syftet med avhandlingen var att undersoka om och i sa fall hur
studenters natbaserade skriftliga, asynkrona dialoger bidrar till att
utveckla deras kollektiva och individuella larande.

I avhandlingen ska dialog forstds som den textbaserade, asyn-
krona kommunikationen som gruppvis sker mellan studenterna nar
de skriftligt argumenterar om, ger respons pa och diskuterar olika
meningsinnehall i kursuppgifterna i den nitbaserat lirgemenskapen
pa distans. Skriftlig argumentation definieras som en spriklig, so-
cial och dndamadlsenlig aktivitet som syftar till att studenter ska
forsta rimliga kritiska stallningstaganden genom att ligga fram ex-
empel pa 16sningar eller motbevisa dem (Chin & Osborne, 2010).
Respons inbegriper svar pa en specifik texthandling i syfte att bli
en mer medveten skribent. Kritiskt tinkande (critical thinking) av-
gransas som ett ihardigt arbete for att granska alla belagg eller an-
taganden med utgangspunkt i bevisforing som stoder eller motbevi-
sar dem (Curtis, J. B. & Smith Stevenson, 1998). Begreppet medie-
ring anviands som ett analytiskt redskap utifrdn sociokulturell teori
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for att synliggora skillnaden eller utvecklingszonen mellan det stu-
denterna redan kan och vad de kan prestera med stod fran andra
(Wertsch, 1991; 1998; 2007). Likasi beskrivs sociala foreteelser
synonymt med kollektiva och gemensamma samt kulturella forete-
elser synonymt med bildande.

For att kunna undersoka de sociokulturella och dialogiska inter-
aktionerna i nitbaserade skriftliga, asynkrona dialoger sig jag en
mojlig vag att tillfora Bakhtins teorier om dialoger (1981; 1986,
2004a & b) till bade sociokulturell teori (Vygotsky, 1978; 1988;
Wertsch, 1991; 1998) och Toulmins argumentmodell (1958) om
vilken betydelse de dialogiska, argumenterande och medierande
redskapen kan ha for utveckling av kollektivt och individuellt 13-
rande. For att forstd vilken betydelse de kollektiva och dialogiska
interaktionerna har for studenters lirande, har jag analyserat text-
handlingarnas meningsinnehdll och relationerna dem mellan ut-
ifran Bakhtins teoretiska ramverk om dialoger och tillimpningen
av Rommetveit (1992; 2003) och argumentménstret utifrdn Toul-
mins argumentmodell (1958). Ordet yttrande definieras i avhand-
lingen som att olika texthandlingar har formats av olika réster,
spar eller betydelser av egna och andras ord frin olika kontexter
och uttryckt fran en viss synvinkel eller ett visst perspektiv.

I mina tre studier konkretiseras dessa teorier genom analyser av
40 studenters skriftliga, asynkrona responsgivning och diskussioner
i studie I (N=189) och av dialogernas meningsinnehall och roster i
studie IT (N=795) samt av 30 studenters skriftliga, asynkrona ar-
gumentering i studie III (N=253). Avhandlingens avgransning om-
fattas dirmed av att undersoka pa vilket sitt och i vilken utstrack-
ning studenters asynkrona texthandlingar ger for konsekvenser nar
de anvinder meningsinnehdllet i olika argument, responser och
diskussioner som medierande redskap for sitt och andras lirande i
samverkan med andra studenter i en nitbaserad, akademisk kon-
text. Jag beskriver och redogor for hur jag anvander och analyserar
dialogens roster i kapitel 4.3.3, dialogens potential i kapitel 4.3.6
och dialogens argumentménster i kapitel 4.3.7. 1 avhandlingens
tre artiklar och sammanfattande diskussion konkretiseras dessa di-
alog- och argumentmonster i utvalda excerpts.

Avhandlingens studier dr inte sociala nitverksanalyser (SNA)
som beskrivs exempelvis av Borgatti och Everett (1999) for att vi-
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sualisera antal nitbaserade yttranden genom geometriska monster
eller nitverk om hur mycket olika studenter deltar i dialogutbytet
eller om de mottar olika manga responser. Det ar inte heller sam-
talsanalyser eller CA (Conversation analysis) som utvecklats inom
etnometodologin om manniskors metoder for att uppratthilla so-
ciala samspel eller en systematisk beskrivning av hur talturer kon-
strueras och fordelas i kommunikativa interaktioner (Alvesson &
Skoldberg, 1994; Melander & Sahlstrom, 2010).

I avhandlingens studier riktas uppmairksamheten istdllet mot de
kollektiva och individuella skriftliga, asynkrona dialogernas me-
ningsinnehall och vad som sker i och mellan studenternas text-
handlingar i en akademisk kontext pa distans. De olika argumen-
ten, responserna och diskussionerna kan exempelvis innehdlla pa-
stdenden, teorianknutna fakta, understodjande belidgg och/eller
motbevis, men ocksd egna och andras erfarenheter och attityder.
Jag menar att de gruppvisa dialogernas innehdll 4r for studenterna
en kiand och dtkomlig tillgang. Men den potential som skapas i och
mellan studenternas texter tas diremot inte alltid tillvara i utbild-
ningen. Det som ocksd saknas i olika studier om datorstott larande
ar klarlaggande om pa vilket sitt och i vilken utstrackning studen-
ter anvander och utvdrderar meningsinnehallet i skriftliga asynkro-
na dialoger i samverkan med andra studenter for larande.

2.2.1 Fragestaliningar

Avhandlingens oOvergripande problemstillning var att undersoka
om och i sa fall hur studenter anviander meningsinnehallet i skrift-
liga, asynkrona dialoger for utveckling av kollektivt och individu-
ellt larande i en natbaserad lirgemenskap genom att soka svar i tre
pd varandra foljande studier.

2.2.2 Studie |

Den forsta studien (Amhag, Lisbeth & Jakobsson, 2009) syftade
mer specifikt till att analysera potentialen i skriftliga, asynkrona
dialoger. Det vill siga de meningserbjudanden i dialogerna som
studenterna uttrycker och anvinder tillsamman med andra. Genom
att studera 40 studenters kollektiva larprocess i en nitbaserad lir-
gemenskap under tvad hogskolekurser (40 veckor pa halvfart di-
stans) soOkte jag svar pa forskningsfragan:
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Pa vilket sdtt och i vilken utstrickning anvinder studenterna
potentialen i skriftliga, asynkrona dialoger for utveckling av
kollektivt samarbetsldrande?

2.2.3 Studie |l

Den andra studien (Amhag, Lisbeth, 2010¢) syftade mer specifikt
till att analysera meningsinnehallet i skriftliga, asynkrona dialoger
baseras och hur dialogens mening kan medvetandegoras av olika
réster. Genom att studera 40 studenters kollektiva larprocess i en
natbaserad lirgemenskap under tre hogskolekurser (60 veckor pa
halvfart distans) sokte jag svar pd forskningsfragan:

P4 vilka sitt och i vilken utstrackning relateras meningsinnehal-
let och rosterna i studenternas skriftliga, asynkrona dialoger till
andra texter for att stodja sitt eget och andras larande?

2.2.4 Studie lll

Den tredje studien (Amhag, Lisbeth, 2010e) syftade mer specifikt
till att analysera kvaliteten i skriftliga, asynkrona argument. Det
vill sdga hur argumentens meningsinnehdll anvands och utvirderas
av studenterna. Genom att studera 30 studenters argumentmonster
i en nitbaserad largemenskap under en hogskolekurs (10 veckor pa
helfart distans) sokte jag svar pa forskningsfragan:

Pa vilket sitt och i vilken utstrickning anvinder och utvirderar
studenterna egna och andras skriftliga, asynkrona argument for
att utveckla sitt eget och andras lirande?

2.2.5 Studie |, Il och Il

For att kunna studera potentialen, rosterna och argumentmonstret
som medierande redskap i skriftliga, asynkrona dialoger, valde jag
i alla studierna att metodmassigt undersoka dessa utifran:

Hur kan potentialen, rosterna och argumentmonstret som me-

dierande redskap for larande identifieras och beskrivas i skrift-
liga, asynkrona dialoger?
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2.3 Disposition
Sammanliggningsavhandling ar indelad i foljande huvuddelar:

16

I del 1 och 2, FORORD, STUDIENS KONTEXT, SYFTE
OCH FRAGESTALLNINGAR, har jag belyst studiens bak-
grund och utgangspunkter samt syfte och fragestallningar.

I del 3, TIDIGARE FORSKNING, redogor jag for olika studi-
er som undersokt lirandet pa distans, datorstott lirande och
datorstott samarbetslarande.

I del 4, TEORETISK RAM, redogor jag for sociokulturell teo-
ri, Bakhtins teoretiska ramverk om dialoger och Toulmins ar-
gumentmodell utifrdn studiens syfte att undersoka pa vilket
sitt och i vilken utstrickning studenter anvinder de skriftliga,
asynkrona dialogernas meningsinnehall for kollektivt och indi-
viduellt larande.

I del 5, METOD och GENOMFORANDE, beskriver jag urval
av studenter och excerpts samt hur jag metodmassigt genom-
fort studierna, analyserat och tolkat meningsinnehéllet i stu-
denters skriftliga, asynkrona dialoger i en nitbaserad kontext.
Del 6. ARTIKEL I innehéller studier av hur studenter i grupp
anvander potentialen i skriftliga, asynkrona dialoger som me-
dierande redskap for utveckling av kollektivt och gemensamt
larande under tva hogskolekurser pa distans.

Del 7. ARTIKEL II innehéller studier av hur studenter i grupp
anvinder meningsinnehéllet och résterna i skriftliga, asynkro-
na dialoger som medierande redskap for sitt och andras laran-
de under tre hogskolekurser pa distans.

Del 8. ARTIKEL III innehaller studier av hur studenter i grupp
argumenterar med att anvinda och utvirdera sina egna och
andras individuella och kollektiva skriftliga, asynkrona argu-
ment som medierande redskap for sitt och andras lirande un-
der en hogskolekurs pa distans.

I del 9, SAMMANFATTANDE DISKUSSION diskuteras hel-
heten av resultaten med ytterligare analys av excerpts utifran
de tre studierna som har relevans och betydelse for natbaserat
dialogutbyte mellan studenter for kollektivt och individuellt 13-
rande och undervisningen pa distans.

Del 10, 4&r ENGLISH SUMMARY



3. TIDIGARE FORSKNING

I detta kapitel kommer jag att presentera tidigare forskning om li-
rande pa distans och datorstott larande i de omraden avhandlingen
ror sig. Det har blivit tydligt for mig att forskningen under de tva
senaste decennierna om distansundervisning och datorstott, asyn-
kront samarbetslirande frimst har fokuserat pa den individuella
larprocessen. I urvalet som presenteras hir har jag valt att inleda
med att beskriva hur lirandet pa distans har utvecklats inom hogre
utbildning och vilka faktorer som har betydelse for datorstott la-
rande och samarbetslarande. I den fortsatta texten kommer jag att
narmare precisera hur jag anviander och uppfattar resultaten fran
denna forskning.

3.1 Distansutbildning
Nitbaserat larande pd distans ir en relativt ny foreteelse, eftersom
Internet och e-post inte blev allmant tillgiangliga i undervisningssyf-
te forrdn i mitten av 1990-talet. Olika sokmotorer utvecklades och
nitet borjade befolkas allt mer. Men entusiasmen och retoriken
kring IT (informationsteknik) och lirande har skiftat (KK-
stiftelsen, 2005). De hundratalet projekt som KK-stiftelsen finansi-
erade runt om i landet trodde manga politiker och tjansteman skul-
le visa vigen till ett nytt lirande och skapa nya relationer mellan
elever och larare. Statens Distansutbildningskommitté (DUKOM)
argumenterade for i sin rapport (SOU, 1998) att pedagogiken allt
mer skulle likna det som utmirker distansundervisning — ett storre
personligt ansvar och mojligheter att vilja.

Distansstudier 4r inte en ny foreteelse som undervisningsform.
Den har funnits sedan undervisningsuppgifter kunde skickas per
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korrespondens (Lararforbundet, 1996). 1 Sverige var Hermods kor-
respondenskurser, som grundades dr 1898 av Hans Svensson, en
vialkand verksamhet under storre delen av 1900-talet. Strax efter
Hermods tillkom bl.a. NKI-skolan (Nordiska korrespondensinsti-
tutet) och dr 1919 Brevskolan av Kooperativa forbundet, som pa
detta satt ville vidareutbilda sin personal.

For att utnyttja de nya medierna i den medborgerliga bildningen
pa distans och i skolan startade Sveriges Radio en forsoksverksam-
het 1928 med skolradio och tva ar senare kom reguljara sindning-
ar (Lararforbundet, 1996). 1961 borjade skol-TV siandas och 1963
startades regional skolradio. Numera ar Utbildningsradion, UR ett
sjdlvstindigt programbolag med uppdraget att producera och sin-
da radio- och TV-program inom utbildningsomrddena forskola,
ungdomsskola, hogskola och vuxenutbildning.

Det som utmirker lirandet pa distans idag dr att det dger rum
pa natet i saval en kollektiv, kulturell som teknisk kontext. Antalet
distansstudenter har tredubblats pa tio ar, fran 29 800 1997/98 till
89 000 2006/07 visar statistik frin Hogskoleverket och Statistiska
centralbyran (SCB & Hogskoleverket, 2007).

3.1.1 Flexibel utbildning

Bendmningen flexibel undervisning har ofta associerats med di-
stansundervisning for att den ger de studerande mojlighet att vilja
tid, plats, tempo och form for studierna. Svensson och Aberg
(2001) och Ljungzell (2004) har granskat distansutbildningens ut-
veckling de senaste decennierna och pd betydelser av ett livslangt
lirande for att podngtera att lirande inte bara sker inom formell
utbildning, utan Overallt. Forfattarna fann att den flexibla utbild-
ningsformen har blivit ett allt viktigare inslag i all slags vuxenut-
bildning, men den har ocksa blivit en viktig del i arbetsplatslaran-
de. Ordet ”flexibel” syftar dven till ndgot som ar anpassningsbart
till nya situationer och villkor. Mattsson (2009) och Olsson (2007)
lyfter fram betydelsen av kursens design, studenternas forvantning-
ar och larplattformens tillgangliga redskap, for att mojliggora sam-
arbete och strategier for att l6sa kursuppgifterna sa bra som moj-
ligt. Olsson menar ocksd att flexibel utbildning passar val for
breddad rekrytering.

Flexibel utbildning forknippas ocksd ofta med samarbete och
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bruk av datorstod och benimns darfor med flera synonymer, som
open learning, online learning eller e-learning. Benimningen
?eLearning” antog EU-kommissionen i mars 2000 (KOM, 2000)
for att symbolisera EU:s mal att sprida den digitala kunskapen och
kulturen. Initiativet hade fyra syften: att utrusta skolor med multi-
mediadatorer och Internet fore ar 2002, att utbilda lirarna i digital
teknik, att utveckla europeisk utbildningsservice och mjukvaror
och att slutligen 6ka farten pa arbetet pa natet for bade skolor och
larare. Ett transeuropeiskt niatverk for att sprida vetenskapliga ron
skulle ocksa upprittas fore utgdngen av 2001. EU-kommissionen
talade for ett larande som skulle baseras pa nyfikenhet, upptiackter
och experimentlusta, men att det forutsatte att lirarna anvinde
angreppssatt som var strikt projektorienterat.

3.1.2 Hagre utbildning péa distans

Idag arrangerar de flesta larosidtena hogre utbildningar pa distans.
Myndigheten for Sveriges Natuniversitetet inrdttades den 1 mars
2002 med malet att oka tillgdngligheten och omfattningen av IT-
stodd distansutbildning inom hogre utbildning (Schagerstrom,
2003). Nytt var att hogskolan fick en ersittning for antalet regi-
strerade kurser som erbjods pa distans. Myndigheten for natverk
och samarbete inom hogre utbildning, NSHU (2006) ersatte Myn-
digheten for Sveriges Natuniversitetet i januari 2006 och har haft
till uppgift att, i dialog med medarbetare och studenter vid univer-
sitet och hogskolor i Sverige, stddja och frimja utvecklingen av
hogre utbildning. NSHU har haft ansvar for cirka 3000 distanskur-
ser och program utifran tre verksamhetsgrenar:

e Breddad rekrytering

e Pedagogisk utveckling inklusive den nya utbildnings- och
examensstrukturen

e IT-stodd distansutbildning

Samtliga verksamhetsgrenar hade samma syfte, att kvalitetssikra
och kvalitetsutveckla hogre utbildning. Larosidtenas egen statistik
visar att det finns 77 000 studerande och antalet sokande till nit-
universitetskurser under ar 2006 uppgick till cirka 170 000. 35
natverk hade bildats for att stodja den nya utbildnings- och exa-
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mensstrukturen som en anpassning till Bolognaprocessen (NSHU,
2006). NSHU beskrev att distansundervisning kunde innebara oli-
ka former av undervisning som korrespondens via dator, utbild-
ning med sammankomster vid universitet/hogskola, utbildning
utan sammankomster vid universitet/hogskola, utbildning med
sammankomster pd andra orter och utlokaliserad utbildning. En-
ligt regeringens forslag (2007) i budgetpropositionen 2008 lades
NSHU ner den 1 januari 2009. Numera har universitet och hog-
skolor ett 6kat ansvar for att sjdlva sikerstilla breddad rekrytering
och pedagogisk utveckling, men ocksd hur IT-stodd distansutbild-
ning ska garanteras.

3.2 Datorstétt larande

Medieteknikens datorutveckling har under det senaste decenniet
medfort att nitbaserade gemenskaper har blivit en mycket central
arena for att formedla information, kunskaper och virderingar.
Enligt S4ljo och Linderoth (2002) 4r det bland annat pa denna are-
na vi lar oss vart sprak och blir bekanta med regler for socialt sam-
spel och allt annat vi maste beharska for att fungera som dagens
samhillsmedborgare pa nitet. Lirdomar av alla dessa erfarenheter
menar de bildar plattformar for nya generationer. Som jag ser det
har den moderna manniskan tillgang till manga olika slags gamla
och nya medier, aven sammansatta multimodala resurser, jaimte
bocker och pennor. Dessa artefakter anvinds, medierar, bevarar
och dterskapar delar av det vi lirt oss, men skapar och utvecklar
ocksd nya strategier och anvandningsomraden (Saljo, 2005).

Redan i borjan av 1990-talet pekade Glasersfeld (1991) pa att
det finns olika synsitt pd hur val man lir sig pa distans. Enligt ett
objektivistiskt synsatt fokuserar lararna pa de hjalpmedel som skall
overfora kunskapen, det vill siga att battre laromedel overfor kun-
skapen med mindre problem. Motsatsen ar ett konstruktivistiskt
synsitt dar lararna ser kunskap som ett personligt och aktivt kun-
skapande. De lirande tolkar verkligheten i enlighet med de erfa-
renheter de redan har. I DiBiase (2000) artikel; /s distance teaching
more work or less work? beskrivs tio ar senare att strukturen och
dialogen i kurssituationen maste Overbrygga det kommunikativa
avstandet for att lirare och de studerande ska kunna nd fram till
varandra. Han pekade ocksa pd att distansutbildning krdver minst
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lika mycket arbete, for bade studenter och lirare.

3.2.1 Datorstétt samarbetslérande

Datorstott samarbetslirande som fenomen har studerats under be-
teckningen CSCL (Computer Supported Collaborative Learning).
Denna forskning beskriver Koschmann (1996) som en utveckling
och forandring under en rad paradigmskiften i tiden. I det forsta
paradigmskiftet CAI (Computer Aided Instruction) skulle liraren
via enviagskommunikation effektivt leverera och kontrollera liran-
det. Det andra paradigmet ITS (Intelligent Tutoring Systems) hand-
lade mer om en interaktiv, overforbar form, dir datorprogrammet
skulle stdlla problem och ge feedback till studenten. Intresset for
den personliga kunskapskonstruktionen kom forst under det tredje
paradigmet Logo-as-Latin. Mina studier tar sin utgdngspunkt i
CSCL, som iar det fjirde paradigmet. CSCL baseras pa forsknings-
samhillet utifrdn forstielsen av sprak, kultur och olika aspekter av
den sociala miljon, men ocksd sammanhangets och samarbetets be-
tydelse for larande och utveckling.

Datorteknikstodet och olika digitala verktyg utvecklas och ut-
forskas kontinuerligt och enligt Chen et al. (2006) ar CSCL “the
younger sibling” till CSCW (Computer Supported Collaborative
Work) som fokuserar pa hur tekniken paverkar gruppens larande
och utveckling. Inom CSCL betecknas situerat lirande som en vik-
tig foreteelse av flera forskare. Larandet beskrivs som att det dger
rum i en bestimd situation och att denna situation har betydelse
for lirandets karaktir och resultat (Lave & Wenger, 1991; Laro-
chelle, Bednarz & Garrison, 1998).

Lave och Wenger (1991) har haft en avgorande betydelse for den
okade forstaelsen av samspelsdimensionens betydelse for lirande.
De flyttar fokus fran individen till kollektivet och pekar pa att
forskningen kring larandet ignorerat det faktum att det dr ett fun-
damentalt socialt/kollektivt fenomen och att det sker primart ge-
nom att delta i en praxisgemenskap (community of practice).
Wenger (1998) fortydligar individens- och gruppens ldrprocess
med att dela in den i fem dimensioner; 1) att vi ar sociala varelser
vilket ar en central aspekt for larande, 2) att kunskap betyder vir-
defull kunskap pa olika omrédden, 3) att kunskap har med delta-
gande att gora, 4) att kunskap har med aktivt engagemang att gora
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samt 5) att lirandet ska vara meningsfullt. Wenger papekar ocksa
att larprocessen inte alltid ger ndgra siakra yttre tecken, eftersom
det oftast handlar om en inre och tyst utveckling. Det individuella
lairandet ar enligt honom en friaga om att vara engagerad i och bi-
dra till praxisgemenskapen, dir huvudingredienserna ar 6msesidigt
engagemang, gemensamma uppgifter och gemensam spelplan med
en uppsdttning av regler, redskap och arbetsformer. Wenger be-
tecknar det som en social teori om lirande, eftersom lirandets so-
ciala dimension ar knutet till kollektiv och praxis och att skapa
mening och identitet.

Hedegaard och Lompscher (1999) och Bradshaw, Powell och
Terrell (2002) uttrycker det pa ett liknande sitt, att det gemen-
samma for en praktikgemenskap 4r att medlemmarna ar involve-
rade i en unison verksamhet. Aven Dysthe (2003) betonar att li-
randets grundpelare dr samspelet mellan manniskor och att de ar
engagerade i en gemensam verksamhet. Som jag forstar det innebar
denna odelbara dualitet mellan de sociala/kollektiva redskapen och
kulturella/bildande redskapen att meningsfullt lirande ar ndgot
som utvecklas genom gemensam kollektiv och dialogisk interak-
tion. Mina tre studier ger exempel pa och konkretiserar hur nitba-
serad kollektiv och dialogisk interaktion kan identifieras, urskiljas
och beskrivas samt pa vilket satt och i vilken utstrackning rosterna,
potentialen och argumentmonstret kan bidra till kollektivt och in-
dividuellt larande.

3.2.2 Forskningsstudier om datorstdtt larande

En generell overblick av forskningsldget under det senaste decenni-
et om datorstott larande visar att forskningsdesignen i de flesta
studierna inom omradet frimst omfattat experimentella, deskripti-
va och iterativa (upprepade) studier (Suthers, 2006). Antingen har
forskarna undersokt de tekniska mojligheterna, hur det individuel-
la larandet kan beskrivas och forklaras eller jamfort hur lirandet
utvecklas i campus- respektive i nitbaserade kurser. Enligt Stahl
och Hesse (2008a) har dven mdinga CSCL-studier fokuserats pa
studentgruppers mojligheter att delta och diskutera i syfte att un-
dersoka olika samarbetsformer och for att utvardera effekterna av
datorstodet. En annan inriktning har varit pa studenters och lira-
res tillvigagangssatt (Stahl & Hesse, 2008b). Klassiska studier som
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ofta citeras dar exempelvis av Scardamalia och Bereiter (1994) som
lyfte fram anvandandet av nitbaserade praktikgemenskaper for att
stodja studenters kunskapsutveckling. Lave och Wenger (1991)
analyserade hur delaktigheten och diskussionerna utvecklades i
praktikgemenskapen. Dysthe (2002) ger exempel pa social nit-
verksanalys (SNA) och potentialen i nitbaserade dialoger. Tillvi-
gagédngssatten har varierat 6ver tid, men ocksa foljts at.

3.2.3 Tillvagagangssatt for datorstdtt Iarande

Flera forskare lyfte under 1990-talet och i borjan av 2000-talet
fram viktiga tillvigagingssitt for datorstott larande. Laurillards
(1993) och Collins och Berges (1995) studier visar pd vikten av
tillganglighet, malanpassade diskussioner och studenternas mojlig-
heter att handla och reflektera 6ver mal-handling-feedback. Dut-
ton, Dutton och Perry (2002) menar att kursdesign, studiehandled-
ning och kollaborativa utmaningar, speciellt att resonera kring
egna och andras grupperfarenheter, framjar samarbetslarandet.
Forfattarna slar dven fast att distansstudenten uppskattar samarbe-
te och flexibiliteten i studierna mest, medan klassrumsstudenten
varderar foreldsningar och kontakten med larare och medstudenter
mer.

Aven andra forskare, exempelvis Aviv et al. (2003) instimmer i
att asynkront, nitbaserat lirande (ALN) dr mer beroende av kurs-
designens struktur, den kollaborativa processens beskaffenhet och
helheten av roll- och maktstrukturen. Forfattarna argumenterar for
att en valstrukturerad ALN framjar studenternas kritiska tinkande
och forbattrar helheten av lirandet, eftersom studenterna samarbe-
tar och utvecklar ett kollaborativt lirande. Under kursen har hand-
ledare/lararen en relativt liten roll och makt, eftersom studenterna
ar inforstddda med vad de ska gora. I en ostrukturerad ALN nar
det kollaborativa lirandet en lag niva. Studenterna dr passiva och
handledaren/lararen star i centrum for aktiviteterna och har dar-
med stor roll och makt. Senare studier av Schoonenboom (2008)
och Garrison och Arbaugh (2007) visar emellertid att lararen fort-
farande har en viktig uppgift i att stddja och strukturera de sociala
processerna och ge nya infallsvinklar med koppling till kursuppgif-
ten samt att frimja de dialogiska interaktionerna.

Enligt Brandon och Hollingshead (1999) ar det flera faktorer
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som gynnar lirandet i nitbaserad kommunikation. De ser en avgo-
rande skillnad mellan deltagarna nir de delar upp arbetet mellan
sig (shared work) och genom att konstruera gemensamma uppfatt-
ningar (Shared meaning). Forutsattningarna for grupparbete be-
skriver de med motivations- respektive kohesionsteoretiska be-
grepp. Motivationsteorin innefattar att lirandet i grupp ses som ett
resultat av kollektiva mal och beloningar. Kohesionsteorin omfat-
tar istdllet av den enskilde deltagarens identifikation med gruppen.

Tolmie och Boyle (2000) betonar i hogre grad forutsattningarna
for personliga moten och gruppstorlekens betydelse. T grupper om
sex personer fungerar kommunikationen battre, eftersom alla ar
mer involverade i mindre grupper dn i storre. De menar att storre
grupper lattare bildar undergrupper. Avgorande for ett lyckat sam-
arbete ar enligt forfattarna att gruppdeltagarna har traffats ansikte
mot ansikte (F2F) och lir kdnna varandra. F2F-moéten i borjan av
en aktivitet anser de bidrar till framgangsrikare nitbaserad kom-
munikation.

Andra faktorer som kan frimja larandet ar enligt Bradshaw et al.
(2002) den stodjande och utmanande handledningsrollen, struktu-
ren i larmiljon, att koppla samman formellt och informellt lirande
samt bemistra isoleringen som vissa distansstudenter kan uppleva.
Aven Johnssons (2009) studie visar att gruppsammansittningen
spelar en stor roll for hur de enskilda studenterna lyckas i utbild-
ningen. Kvinnor, speciellt med utlindsk bakgrund, skickar farre in-
ligg och dr tystare i manligt dominerande grupper. A andra sidan
visade samstimmigheten eller den s kallade konsensuskulturen i
Sverige att de helsvenska studentgrupperna ifrdgasatte mindre, dn
de mangkulturella studentgrupperna med en annan diskussionskul-
tur.

Fenomenet att det inte blir lika latt att delta om personen inte
syns eller hors vid natbaserad kommunikation pekar bade Dahlin
(2000) och Fahraeus och Jonsson (2002) pa. De papekar att det dr
ett kant faktum att i vanlig kommunikation accepteras det att olika
personer deltar mer eller mindre aktivt. Men i en nitbaserad lar-
gemenskap blir deltagandet tydligt, eftersom den dr transparent
och synliggor omfattningen av allas deltagande. Denna transparens
menar Marton och Booth (2000) kan verka himmande for delta-
garna om de inte kdnner sig trygga i gruppen eller inte kan tekni-
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ken tillrackligt bra.

Flera studier lyfter fram betydelsen av studenters delaktighet och
inflytande i utbildningen. Exempelvis ser Lindberg och Olofsson
(20085) att ldrarna lagger for mycket tonvikt under utbildningen pa
organisation och administration, som att publicera scheman och
informera om hur utbildningen ar upplagd och pé individuella ar-
bets- och examinationsformer. Detta kan exempelvis innebidra att
det fir konsekvenser for studenternas delaktighet. Aven Malmberg
(2006) papekar att lirarna maéste forandra sin syn pa liarande, s
att studenten bli mer deltagare i kursuppldgget, 4n mottagare av
kunskap. Han betonar att nitbaserat lirande kraver utmanande
kursuppgifter och att lararna stimulerar studenterna till social och
dialogisk interaktion.

Annat exempel ar Bjorcks (2004) studie som visar att studenten-
gagemanget och studieintresset okar om studenterna far diskutera
problembaserade uppgifter i den nitbaserade kursplattformen.
Studenterna deltog mer aktivt i undervisningen och interagerade
mer nédr deras egna idéer diskuterades och nir de kommenterade
varandras arbeten. Bjorck konstaterar att det som framst stirkte
studenternas lirande var att de kommunicerade med varandra pa
flera olika satt och ldrarens forhallningssatt. Om ldraren driver pa
och styr upp gruppens arbete himmas diskussionen, medan den
kommenterande ldararen som delar med sig sina erfarenheter gor
gruppen aktivare. Roos (2005) instimmer med att studenterna be-
hover tillagna sig andras kunskaper och fiardigheter, som formagan
att soka och virdera kunskap, att formulera och 16sa problem och
ddarmed fa battre redskap att mota forandringar. Han fann ocksa
att olika larmiljoer och krav, som exempelvis problembaserat 1i-
rande, betyg och prov, paverkar studenters instillning till larande.

Malmbergs (2006) och Wannmans (2002) studier belyser ocksa
problematiken att niatbaserade diskussioner har en tendens att bli
ytliga. Malmberg konstaterar att studenterna inte av egen drivkraft
lyckades med ett djupare kunskapsbygge utan behovde lararens
stod. Wannman lade ocksa marke till att studenternas kommunika-
tion pa natet sillan ledde till djupare diskussioner och texterna fick
snabbt karaktiren av information och bekriftelse av vad andra re-
dan skrivit. Aven Wennergrens (2006) aktionsstudie beskriver att
sex horselpedagoger inte lyckades ge respons genom att bygga vi-
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dare pa, motsiga eller bredda andras uppfattningar. Hon identifie-
rade inldggen med att sortera dem som sociala, erfarenhets- eller
responsbaserade. Resultatet visar att inliggen framst inneholl reak-
tioner och en spegling av deltagarnas egen praktik genom andra.
Det som saknades var att vara varandras kritiska vinner, vilket
medforde att den sjilvkritiska hallningen och strukturer for att ge
respons saknades.

Garrison et al. (2001) studie citeras ofta om distansstudenters
”higher-order thinking”. De pekar ocksd pa att metareflektionen
kan utvecklas med st6d av adekvat undervisning och skilda sociala
samspel. For att kunna analysera och beskriva inldggen utgick de
fran diskussionsmodellen som benamns Practical Inquiry Model
(PIM) med fyra faser. Den forsta fasen benimner de triggering
event som omfattar sporsmal, dilemman eller problem. Den andra
fasen, exploration, innefattar idéer och asikter. Den tredje fasen
handlar om integration, integreringen av meningsskapandet. Den
fjarde och sista fasen, resolution of the dilemma or problem upp-
nds genom varierade och meningsfulla aktiviteter. Resultatet visar
att majoriteten av inlidggen inneholl idéer och asikter (42 %) och
ett fatal av dem meningsfulla aktiviteter (4 %). Dock pekar forfat-
tarnas senare studier pd att skilda sociala samspel inte ar tillrack-
ligt, utan kursstruktur och styrning har stor betydelse for att stodja
interaktivt lirande (Garrison & Cleveland-Innes, 2005; Garrison
& Arbaugh, 2007).

Aven Richardson och Ice (2010) anvinde PIM-modellens fyra
faser nar de jamfor studenters kritiska inldgg och upplevelser av tre
arbetsformer; falldiskussioner, debatt och 6ppna diskussioner. Re-
sultatet visar att studenterna foredrog oppna diskussioner (47 %),
foljt av debatt (36 %) och falldiskussioner (17 %). Men PIM-
analysen visar att studenterna hade farre kritiska inligg under
oppna diskussioner (61 %), jamfort med falldiskussioner (81 %)
och debatt (78 %). Forfattarna pekar pa vikten av scaffolding, det
vill sdga formdgan att ta stdllning till problem eller fenomen. De
ser oppna diskussioner pa nitet som en paborjad kunskapsprocess,
men med behov av ytterligare scaffolding.

Curtis och Smith (1998) lyfter fram en konsultativ undervis-
ningsmodell for att utmana och utveckla studenternas critical- and
higher-order thinkning. De menar att detta mojliggérs genom att
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lararen foljer grupprocessen i sma grupper och ger forslag pa ut-
forskande fragor och motstridiga fall samt sammanstaller grupp-
idéerna. Reneland-Forsmans (2009) pekar mer pa nodvandigheten
av att stirka det sociala utbytet mellan studenterna. Genom att
studenterna diskuterar saker som inte har med kursinnehdllet att
gora, byggs fortroendet upp mellan studenterna. Tiden till diskus-
sionsutbytena, mangfalden av andras roster och distansen i den
skriftliga kommunikationen frimjar sedan studenternas fokus pa
kursinnehéllet. Aven Liljestroms (2010) studie visar att en forut-
sattning for att nitbaserade asynkrona textsamtal ska fungera och
engagera studenterna, dr att sociala band utvecklas i gruppen. Men
ocksa att studenterna blir invigda i vad som forvantas av dem och
hur de kan bidra till varandras lirande. En annan slutsats ar att la-
rare maste vara aktiva i textsamtalen, speciellt tidigt i kursen for
att vagleda studenterna i vad kursuppgiften gar ut pa.

En ytterligare studie av Jaldemark (2010) visar att sammanhang-
et mellan lirare och studenter har en avgorande betydelse for li-
randet pd ndtet. Han undersokte hur kommunikationen sag ut i
chattar, videkonferenser och e-post och vad som skedde. Tva
kommunikativa genrer visade sig: en lirarcentrerad och en stu-
dentcentrerad. Den lararcentrerade genren foljer traditionell klass-
rumsundervisning, dar en enskild student ibland kliver in i lararrol-
len. T den studentcentrerade genren dr studenterna bittre pa att
kommunicera och samarbeta. Forutsattningarna for lirande skifta-
de, liksom designen av de villkor som rader for studenterna.

3.2.4 Jamférande studier om datorstdtt Iarande

En vanlig forskningsansats dr att jamfora hur studenternas la-
rande utvecklas i en ndtbaserad kurs med traditionell klass-
rumsundervisning. Exempel pd denna typ av studier ar Curtis och
Lawsons (2001). Deras studie visar att om distansstudenter kom-
municerar och diskuterar amnesrelaterade begrepp med varandra,
far de ofta bittre eller lika bra studieresultat som kursdeltagare
med traditionell klassrumsundervisning. Meyer (2003) lyfter ocksa
fram betydelsen av att stimulera studenternas higher-order thin-
king. Hon ser i distansstudenternas inlidgg att de reflekterar pa en
metaniva nar de diskuterar kursuppgifterna med varandra, jamfort
med klassrumsstudenterna som lattare kommer ifrdn dmnet i sina
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diskussioner. Schellens och Valckes (2005) studie visar liknande
resultat. De sdg ocksa att diskussionsutbytet mellan distansstuden-
terna framst kretsade kring det dmnesinriktade innehallet. I denna
studie valde Schellens och Valcke att sortera studenternas asynkro-
na inldgg utifrin Veerman och Veldhuis-Diermanses (2001) kate-
gorier om inliggen var dmnesinriktade eller inte. Veerman och
Veldhuis-Diermanses modell utgick jag fran i den deskriptiva ana-
lysen av 40 studenters gruppvisa skriftliga, asynkrona responsgiv-
ning (N=759) i studie II.

En annan vanlig forskningsstrategi ar att jamfora olika tekniska
redskap i den datorbaserade kursplattformen. Exempelvis visar
Oners (2008) studie att ett schematiskt redskap gav studenterna
stod i autentiska prov i matematik, speciellt i geometri eftersom
grafiken visualiserade resultatet. Overdijk och van Diggelen (2008)
undersokte pa vilket sitt studenter gar tillviga nidr de i smad grup-
per organiserar sina diskussionsinldgg. Studenterna fick lyfta fram
de viktigaste, gemensamma stindpunkterna i ett datorbaserat dia-
gram. Resultatet visar att diagrammet fraimjade viktiga, principiella
forhandlingar och den 6msesidiga interaktionen.

Van der Pol, Admiraal och Simons (2006) jamforde tva olika da-
torgranssnitt nir studenterna granskade akademiska texter. En
grupp av studenter arbetade med ”anchored discussion”, vilket in-
nebdr att granssnittets arbetsyta ar delad. P4 den hogra sidan visas
artikeln och péd den vinstra sidan studenternas inldgg. Den andra
gruppen arbetade i traditionellt ”tradat” diskussionsforum, dar in-
laggen samlas under varje trad. Artikeln far da ldsas i ett nytt fons-
ter pa datorskarmen. Studien visar att “anchored discussion” fram-
jade diskussionen kring artikelns innehall och studenterna refere-
rade i hogre grad till ett relevant innehdll. Zun, Planas och Nelson
(2010) undersokte vilken datorteknik som bast stoder problemba-
serat lirande (PBL). Resultatet visar att den grupp av studenter
som uppmanades att svara pa fem stegvisa fragor fick betydligt
battre resultat 4n gruppen som inte fick frigorna. En positiv effekt
gav ocksd modulen med expertsvar for att stodja studenternas re-
sonemang.

Som jag tolkar tidigare forskning om datorstott lirande och da-
torstott samarbetslarande har natbaserade kursers innehall framfor
allt fokuserats pa tekniska redskap och artefakter samt designen av
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datorgranssnittet, men ocksd pa individuella arbets- och examina-
tionsformer. Dialogutbytet mellan kursdeltagarna sker ofta pa fri-
villig vdg och det tas for givet att de besitter en kompetens och ser
vardet av att argumentera, ge respons och kritiskt granska egna
och andras texter och produktioner for sitt och andras larande. Det
ar darfor moijligt att anta att detta beror pa att det saknas stoéd och
struktur pa hur studenter ska gora for att skapa natbaserad dialo-
giska interaktioner och hur det bidrar till ett gemensamt och indi-
viduellt larande.

Under min lararbana har jag dessutom under dren dven mott in-
slag av skepsis bland ldarare och tjinstemidn mot distansundervis-
ning (ex. Hogskoleverket, 2006) och anvindandet av datorstodd
larmiljo for bedomning av studenternas prestationer och examine-
ring av dem. Darfor ar det angelaget att utforska mer om kvalite-
ten i nidtbaserade dialoger med argumentering och responsgivning
mellan studenter och hur dialogiska interaktioner kan bidra till
bade ett kollektivt och individuellt lirande. Men ocksd hur argu-
mentering och responsgivning som laraktivitet kan tillimpas for att
framja och utveckla samarbetslarandet och hoja kvaliteten i nitba-
serad undervisning i en akademisk kontext.
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4. TEORETISK RAM

I detta kapitel beskrivs de teoretiska utgdngspunkterna som arbetet
vilar pa. For att kunna besvara fragestillningarna om hur och i sd
fall pa viket sitt studenter anvinder meningsinnehallet i skriftliga,
asynkrona dialoger for utveckling av kollektivt och individuellt 13-
rande i en ndtbaserad kontext, har jag sett en mojlig vag ar att till-
fora Bakhtins teoretiska ramverk om dialoger till bade sociokultu-
rell teori och Toulmins argumentmodell. Flera begrepp dr hamtade
fran tva samtida forskares teorier. De dialogiska begreppen ar
hiamtade fran den ryske litteratur- och sprakforskaren Michail
Bakhtins (f. 1895-1975) teoretiska ramverk om dialoger. De socio-
kulturella begreppen har den amerikanske socialpsykologen James
Wertsch gjort en betydande insats for, genom att tolka och vidare-
utveckla den ryske sprakpsykologen Lev Vygotskijs (f. 1896-1934)
teorier i vast. For att kunna beskriva tillvigagangssatten i studen-
ternas gruppvisa argumentering anvander jag den engelske filoso-
fen och logikern Stephen Toulmins (f. 1922) argumentmodell som
vagledning samt Veerman och Veldhuis-Diermanses (2001) modell
i den deskriptiva analysen av meningsinnehallet i responserna.

Utifran dessa forskares teorier har jag undersokt studenters nat-
baserade lirande genom att identifiera och beskriva de socia-
la/kollektiva och dialogiska interaktionerna samt de kulturel-
la/bildande medierande redskapen. Det vill siga granskat kvaliteten
i och urskiljt konsekvenserna av de nitbaserade texthandlingarna
genom att specifikt analysera innehéllet i skriftliga, asynkrona dia-
loger utifrain om de ger studenterna tydlig och begriplig mening i
ett medierat samspel och genom forhandlingar mellan olika inne-
border i argument, responser och diskussioner.

30



4.1.1 Inledande begrepp

I avhandlingen anvinder jag flera olika dialogiska begrepp som jag
kommer att beskriva narmare i foljande kapitel. Inledningsvis vill
jag redogora for hur jag anvander begreppen diskurs, genre och in-
tertextualitet.

Begreppet diskurs anvands inom olika discipliner med olika teo-
retiska utgadngspunkter och betydelser. Jag har i avhandlingen valt
att utgd fran att de skriftliga, asynkrona dialogerna i en nitbaserad
kontext ar en specifik diskurs utifran Bakhtins beskrivning att det
ar en specifik kontext av yttranden som bildas av réster eller spar
av sociala/kollektiva och kulturella/bildande skillnader och bety-
delser. Diskurs ar i Bakhtins texter jamforbart med det ryska ordet
”slovo” [kan jaimforas med eng. word och grek. logo] (1981, s.
275, 342, 427). Andra tolkningar gors av Fairclough (1992, s. 64)
att en bestamd diskurs ger betydelse at upplevelser och bidrar till
att skapa sdvil sociala identiteter, som sociala relationer och kun-
skap. Ytterligare tolkning ges av Herbert och Bergstedt (2008. s.
131) att spraket ar strukturerat i olika monster som vara utsagor
foljer nar vi agerar inom olika sociala domainer, [...] Diskurser ar
dirmed en samling sprik- och talhandlingar som talar om hur vi
bor tala och tinka om verkligheten, inte hur den 4r. Diskursen ta-
lar om f6r oss hur vi ska forstd oss sjalva och hur vi ska skilja ut
det som ar bra fran det som ar daligt”. Winther Jorgensen och Phi-
lips (2000, s. 7) beskriver begreppet diskurs utifrdn tre angrepps-
satt: diskursteori, kritisk diskursanalys och diskurspsykologi och
menar for 6gonblicket "att en diskurs dr ett bestdmt sétt att tala
om och forsta vérlden (eller ett utsnitt av vérlden). Foucault (1993,
s. 11ff.) lagger till en maktaspekt i kopplingen mellan tanke, sprak
och samhilleliga fenomen.

Jag ser ocksa att skriftliga, asynkrona dialoger i en nitbaserad
diskurs dr en komplex genre, som bdde forenar, bryter och ater-
skapar meningsinnehallet i dialogerna. Enligt Bakhtin (1986,
2004b, s. 87) motsvarar genre kommunikation i typiska situatio-
ner eller teman, men ocksa till siarskilda samband mellan ordens
mening och konkreta realitet under vissa typiska omstandigheter. I
Bakhtins texter ar subjektet i fokus (1981, s. 288), som i denna
studie omfattas av studenters nitbaserade texthandlingar med dess
meningsinnehall och relationerna dem emellan. Genren ar dirmed
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inte jamforbar med en litterdar genre. Bakhtin ger exempel pa en
vardaglig genre, som inkopslista och telefonsamtal och att vissa
funktioner i spriket, som lexikala, semantiska och syntaktiska
funktioner, hdller samman och férenar genren. De mer overgripan-
de funktionerna som sarskiljer genren fran en annan eller flera gen-
rer, ger Bakhtin exempel pa den oratoriska-, publicistiska- och
journalistiska genren eller olika genrer av akademisk litteratur. En-
ligt Bakhtin (1986, 2004b, s. 62f.) ar det sarskilt viktigt att upp-
mirksamma den stora skillnaden mellan den enkla, priméra genren
och den komplexa, sekundédra genren. Skillnaden, men ocksa
transformeringen fran den primaira till sekundara genren, dar omfat-
tande och grundliaggande papekar Bakhtin (ibid.). Just darfor bor
innehallet granskas och definieras genom analyser av bdda typerna,
vilket mina tre studier forsoker klarligga. Den sekundira, litterara
genren ar den som betonas i en akademisk kontext, framfor den
primdra, mer vardagliga kommunikativa genren.

I den primara genren finns den direkta, abrupta och vardagliga
kommunikationen mellan manniskor som fordndras och antar en
speciell karaktdr nar den tillimpas och blir verklig. Den beniamner
jag nétbaserad enkel primar genre och innehéller vardagliga text-
handlingar. 1 avhandlingens empiri finner jag manga exempel pa
denna genre i studenternas skriftliga, asynkrona dialoger nir de ar-
gumenterar om och ger respons pa meningsinnehallet i olika kurs-
uppgifter och diskuterar i den natbaserade lirgemenskapen. I deras
texthandlingar finns egna och andras erfarenheter och tyckanden
som ofta saknar kritisk granskning och/eller litteraturanknutna be-
lagg.

I den sekundira genren uppstir mer komplex och relativt val ut-
vecklad och organiserad kulturell/bildande kommunikation. Den ar
framst skriftlig, sisom romaner, dramer, alla typer av vetenskaplig
forskning och storre genrer av kommentarer. Det kannetecknet
finns i den konstnarliga, vetenskapliga och politiska kommunika-
tionen. Den bendmner jag nédtbaserad sekundér genre och inne-
haller vetenskapliga texthandlingar. Den kan exempelvis jamforas
med avhandlingens vetenskapliga text om teorierna kring och ana-
lysen och tolkningen av studenternas nétbaserade argumentering
och responsgivning. I empirin visas en inledd transformering fran
den primara till sekundara genren, nar studenterna oOvertygande
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och kritiskt varderar olika argument och responser, men ocksa teo-
rier och litteratur.

Jag uppfattar ocksd att de dialogiska interaktionerna i en situe-
rad, natbaserad diskurs stér i ett dialektiskt forhallande till mening
och larande som formas, forhandlas och befists av deltagarnas in-
tertextualitet. Det vill siga hur texthandlingarna skapar och ater-
skapar kontexter, eftersom de bygger pa och forvandlar tidigare
texter och omstrukturerar existerande konventioner, genrer och
diskurser for att generera nya. Kristeva (i Moi, 1986, s. 36f.) har
oversatt Bakhtins spraklogik till ett intertextualitetsbegrepp, som
innebar att texthandlingarna skapar forutsittningar for ett inter-
subjektivt lirande. Enligt Kristeva finns i texthandlingarna tre dia-
logiska dimensioner eller samordnare; skriftliga amnet, mottagare
och yttre texter: “The word’s status is thus defined horizontally
(the word in the text belongs to both writing subject and ad-
dressee), as well as vertically (the word in the text is oriented to-
wards an anterior or synchronic literary corpus)”. I en sddan inter-
textualitet bryts tidigare och samtida texter mot varandra och dis-
kursen bidrar till att konstruera och omkonstruera en gemensam
mening om begrepp och foreteelser eller delar av den.

Bakhtins betoning pd att dialogutbyte och interaktion ar efter-
stravansvart i allt larande, har bidragit till forskningen om olika
pedagogiska diskurs- och genreformer (ex. Dysthe, 1996; Lokens-
gard Hoel, 2001; Adelmann, 2002; Malmberg, 2006; Johnsson,
2009; Leijon, 2010). I den fortsatta texten kommer jag att narmare
precisera hur jag anvander och urskiljer den enkla primira genren
och transformeringen till den inledda sekundira genren. Men ock-
sd de olika diskurserna i en nitbaserad, situerad akademisk kon-
text utifrdn sivil sociokulturell teori, Bakhtins teoretiska ramverk
om dialoger som Toulmin argumentmodell samt de perspektiv, be-
grepp och foreteelser som studien ror sig med.

4.2 Sociokulturella teorier

Overgripande tolkar jag att de sociokulturella teorierna har med
manniskors relationer att gora, att forstaelse sker genom deltagan-
de och genom deltagarnas samspel. I denna situation blir spraket
en central del och dr linken mellan individen och omvirlden. Kun-
skap och lirande uppstar da framfor allt genom manniskors kom-
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munikativa samspel nir de skapar mening och forstdelse tillsam-
mans. Som jag ser det finns en koppling mellan sociokulturell teori
och semiotiken som studerar hur tecken och betydelser fungerar i
allmanhet och pa vilket sitt verkligheten formedlas till manniskan
mer kvalitativt 4n kvantitativt. Men vilken betydelse har sociokul-
turella, kvalitativa dialogiska interaktioner for mening och lirande
i en natbaserad kontext?

Vygotskij (1978) definierar sociokulturell teori ur ett kulturhi-
storiskt perspektiv och Cole (2003) ur ett kulturpsykologiskt per-
spektiv med utgangspunkt i savil psykologiska, ideologiska som
pedagogiska stindpunkter. Perspektiv- eller teoriutvecklingen om-
fattar flera definitioner som skiljer sig en del dt. Jag kommer darfor
i foljande delkapitel beskriva narmare sociokulturella begrepp som:
medierande redskap och artefakter (Wertsch, 1998; Siljo, 2005;
2008), internalisering (Vygotsky, 1978; Cole, 2003) samt ”maste-
ry” och “appropriation” (Bakhtin, 1981; Wertsch, 1998; 2007;
Cole, 2003). Gemensamt betraktar dessa forskare att handlingarna
ar situerade, att nagot vaxer fram eller skapas och medieras i socia-
la/kollektiva praktiker. De faster stor vikt vid att kunskapen ar dis-
tribuerad och konstrueras genom socialt och dialogiskt samspel i
en kontext. Darmed blir interaktion och samarbete avgorande for
saval kollektivt som individuellt lirande.

4.2.1 Sociokulturella larprocesser

Wertsch (1991; 1998; 2007), Kozulin (1997) och Newman och
Holzman (1993) utgar fran Vygotskijs (1978; 1986) vetenskapliga
och ideologiska teorier om det manskliga medvetandet och dess ut-
veckling genom bildandet av hogre psykologiska processer utifran
en kulturhistorisk och en social dimension. Till de hogre psykolo-
giska processerna riknas de kulturella/bildande och kognitiva,
mentala redskapen som sprak, skrivande och berdttande samt
andra kognitiva processer som logiskt minne, selektiv uppmark-
samhet och begreppsbildning. Forfattarna menar att forhdllandet
mellan de hogre psykologiska processerna skiljer sig kvalitativt
fran de lagre psykologiska processerna, eftersom de inrymmer na-
turliga former av uppmairksamhet och minne. Jag kommer narmare
att forsoka beskriva och konkretisera nyansskillnaderna mellan
forfattarnas syn pa de medierande redskapen i foljande delkapitel.



4.2.2 Medierande redskap och artefakter
Min undran inledningsvis géllde: vilken potential, vilka roster och
argumentmonster i skriftliga, asynkrona dialoger medierar liran-
de? Utifran Bakhtins (1981; 1986, 2004) ramverk om dialoger och
tolkningen av Wertsch (1998) betraktas inte mediering som en me-
kanisk overforing eller ett passivt accepterande, utan som att be-
mastra “mastery”, att Overta och appropriera eller tilligna sig och
gora ndagot till sitt eget genom sociala och dialogiska interaktioner.
Saljo (2005) betonar att mediering sker med hjalp av olika red-
skap. De kan sévil skapas av sociala och dialogiska interaktioner
med skilda sprakliga inskriptioner, bilder och symboler, som man-
niskors beteenden och handlingar. Men ocksa genom olika fysiska
redskap eller artefakter som manniskan har skapat och format.
Som jag forstar de medierande redskapen och artefakterna hand-
lar det saval om en fysisk och social/kollektiv process, som en krea-
tiv och aktiv process. Mediering ser jag blir det redskap som for
samman innehéllet i studenternas skriftliga, asynkrona dialoger
och det som sker mellan studenterna i en niatbaserad kontext. Den
personliga kreativiteten dr ocksd intersubjektiv och diarmed till-
ganglig for flera personer. Det vill saga att alla i princip kan lara
sig och forstd redskapens innebord och anvianda de fysiska och in-
tellektuella, sprikliga redskapen pd samma sitt, men att de ocksa
forstds i relation till varandra (Mortimer & Scott, 2003). Darmed
forsoker sociokulturell teori Overbrygga forhallandet mellan det
som sker utanfér och innanfér minniskan, mellan handlandet och
tdnkandet, mellan det kollektiva och individuella och mellan det
kreativa och reproduktiva. De forskare jag kommer att redogora
for ser lite olika pd medieringsbegreppet. Jag ska forsoka niarma
mig likheterna och skillnaderna.

4.2.3 Externa och interna redskap for larande

Utgangspunkten for Wertsch (1998) om de medierande redskapen
for larande ar manniskans handlingar (actions) eller gérande och
att de har sitt ursprung i social interaktion. De sociala/kollektiva
rum som individen ingar i paverkar de kulturella/bildande redska-
pen och dirmed lirandet. Avsikten och malet med den medierade
handlingen menar han ar flerfaldig och involverar interaktion,
ibland dven konflikt. Wertsch utgar fran Vygotskijs (1978) studier
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som visar att manniskans sociala och kulturella redskap medierar
lirande pa manga olika sitt, men att det ocksa dr ett komplicerat
samspel mellan redskapen och den lirande. Vygotskij (1978) kopp-
lar larandet till utveckling och gor en skillnad mellan dels de exter-
na funktionerna fools, dels de interna, mentala funktionerna signs:

The tool’s function is to serve as the conductor of human influ-
ence on the object of activity; it is externally oriented; it must
lead to changes into the object. It is a means by which human
external activity is aimed at mastering, and triumphing over, the
nature. The sign, on the other hand, changes nothing in the ob-
ject of a psychological operation. It is means of internal activity
aimed at mastering oneself: the sign is internally oriented
(s. 55).

De externa funktionerna ”tools” menar Vygotskij ar behjalpliga
redskap ndr manniskan gor ndgot. De interna funktionerna ”signs”
ar tecken som bilder och symboler, exempelvis bokstaver, ord, siff-
ror, diagram, kartor, bilder, noter, gester, former, figurer och
formler. Tecken representerar ocksa konkreta behjalpliga redskap
ndar manniskan tanker och forsoker forstd nagot. Enligt Vygotskij
(1986) finns en liknelse och en relation mellan olika tecknen. De ar
skapade av manniskan for att tolka omvérlden, ta stillning till den
och handla pa olika sitt. Manniskan anvinder sig dirmed av red-
skap och tecknen hela tiden, men skapar och utvecklar ocksa nya.
Det ar genom bruket av de externa och interna funktionerna som
hela strukturen omformas av de psykologiska processerna.

Wertsch (1998) gor ingen skillnad mellan de sociala och kultu-
rella redskapen, utan betonar att det vasentliga ar det kollektiva re-
sultatet av en aktivitet. Darmed konstaterar han att de hogre psy-
kologiska processerna dr social/kollektiv till sin karaktdr. Det vill
sdga en kollektiv samarbetsform som uppstar pd tva plan: det yttre
i samverkan med andra, som sedan ombildas pa ett inre plan, tin-
kandet. Den sociala dimensionen, som omfattar mansklig erfaren-
het och kommunikationen mellan manniskor, gor att individen kan
tilligna sig och appropriera det enorma forradet av andras upple-
velser och erfarenheter.

Wertsch, del Rio och Alvarez (1995) exemplifierar det med att
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nar kulturella redskap ar involverade i medieringen, utgor de a ena
sedan en potential for vad de kallar ”in shaping action”, & andra
sedan en potential for den unika handlingen: “Instead, mediating is
best thought of as a process involving the potential of culture tools
to shape action, on the one hand, and the unique use of these tools,
on the other” (ibid. s. 22). Den medierande handlingen (mediated
action) mellan deltagaren (agent) och materialiteten (materiality) i
redskapen eller artefakterna belyser Wertsch (1998, s. 26-27) med
att stilla fragan: ”Who is carrying out the action? Han ger exempel
pa redskapets forutsittningar och individens formiga med stav-
hoppning. Om staven dr gjord av bambu, metall eller glasfiber pa-
verkar handlingen, men interaktionen med redskapet sker savil pa
redskapets villkor som pd individens skicklighet. Dirmed knyts
mediering och appropriering till relationen mellan deltagaren och
redskapet, deltagarens formaga och redskapets forutsattningar. Det
vill siga nar manniskor lar sig att anvianda olika kulturella produk-
ter, som exempelvis vetenskapliga begrepp, texter eller meningar,
blir det mojligt att forstd och gora sidant som annars inte skulle
vara mojligt. Redskapen och den sociala dimensionen har darmed
stor betydelse for manniskors formdaga att forstd omvarlden och
agera i den.

Wertsch (1998, s. 24 ff.) utvecklar resonemanget med att red-
skapen skapar savil hinder (constraint) som begransningar (limita-
tion), men ocksa mojlighet (empowerment) att utvidga. Hir inne-
fattas bade avsiktliga, explicita redskap och oavsiktliga, implicita
redskap (Wertsch, 2007, s. 178 ff.). Den explicita medieringen be-
star av tva stimuli, a) aktiviteten i sig med hjilp av olika redskap
och b) handledning. Den implicita medieringen beskriver Wertsch
som otydlig och svar att uppticka, eftersom det handlar om man-
niskans inre tankar som styr de kognitiva processerna. Den sociala
interaktionen beskriver han som en utvixling och 6verforing av ett
kulturellt forrdd, men betonar att den sociala och individuella
handlingen forst sker utan full forstdelse pa en intermental niva
(novis) och darefter pa en intramental nivd (expert).

Saljo (2005; 2008) lyfter mer fram att de kulturella/bildande
redskapen bade har fysiska/tekniska och intellektuella sidor. Han
anser att Vygotskijs uppdelning mellan fysiska och sprakliga funk-
tioner inte dr sd lyckad. Utmarkande for fysiska artefakter anser
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han ar att de ar tillverkade av manniskan som utformat dem for
ett sarskilt syfte” (s. 31). Vid inférandet av nya kulturella, fysiska
artefakter ser Siljo att nagot sker med larkulturen, som vid lanse-
ringen av datorer i skolan. Exempel pa artefakter ar datorns olika
komponenter som ir skapade av minniskan, liksom olika tecken-
och symbolsystem av varierande komplexitet. Andra exempel ar
bocker, film, pennor, datorer och allt annat vi har omkring oss.
Enligt Saljo fungerar litteratur, video och film som informations-
kallor, medan datorn och olika virtuella varldar kan betraktas som
bade fysiska och intellektuella artefakter, eftersom det ar kulturella
objekt med vars hjilp manniskor kan fa kunskap om virlden. De
fungerar som sprakligt medierande redskap i och med att vi far
tillgang till andra manniskors tankar och funderingar. P4 s3 vis in-
verkar dessa redskap pd vart lirande. Men eftersom de fysiska ar-
tefakterna forandras 6ver tiden, forindras ocksd vart tinkande och
handlande.

Foreningen mellan fysiska artefakter och intellektuella eller dis-
kursiva redskap kallar Siljo (2005) for inskriptioner. Med det me-
nar han att de intellektuella redskapen ar inskrivna i de fysis-
ka/tekniska artefakterna. Inskriptioner dr strukturer och monster
for kommunikation och ger manniskan vigledning i vad de ska
ligga marke till i en mdngtydlig verklighet. Dessa skapar ocksa
mojlighet att kunna fora vidare kunskaper och fardigheter. Denna
dubbelhet mellan det materiella och intellektuella gor enligt Siljo
”inskriptioner och representationella system till en kidrna i vart la-
rande pa kollektiv och individuell niva” (ibid. s. 100).

Som jag uppfattar det dr skriftliga, asynkrona dialoger en form
av inskriptioner, eftersom bade de kulturella/bildande och socia-
la/kollektiva redskapen finns inskrivna i dem och ger struktur och
monster i det dialogiska utbytet mellan studenterna, kollektivt som
individuellt. Handlingarna kan betraktas som situerade eftersom de
dialogiska interaktionerna dger rum i specifika, nitbaserade situa-
tioner och att dialogutbytet skapar och dterskapar olika kontexter
(Siljo, 2000; Strandberg, 2006). Som jag ser det vaver den nadtbase-
rade textomgivningen samman de kollektiva och dialogiska inter-
aktionerna och kan bidra till att innehallet blir begriplig till en me-
ningsfull och identifierbar helhet for studenterna.
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4.2.4 Mediering via sprak

Jag tar min utgdngspunkt om spréakets betydelse for larande i hu-
vudtankar av Bakhtin och Wertsch om dialogicitet, att mening
uppstar i potentialen mellan olika uppfattningar. Bakhtins dialog-
simbegrepp har Kristeva (i Moi, 1986) oversatt till begreppet inter-
textualitet, hur en text bygger pa andras texter. Dessa grundsyner
har vidgat sprakbegreppet, vilket jag aterkommer till i kapitel 4.3.

Wertsch (1998) utgér fran Vygotskij (1986) som anser att spra-
ket dr det viktigaste medierande redskapet for manniskan. Han
menar att niar manniskor tinker och rdknar ut saker gor de det
med och 7olika symbolsystem, for det mesta verbalt eller skriftligt.
Sprik, tinkande och tinkandets relation till spriket dgnade Vy-
gotskij speciell uppmarksamhet at. Det manskliga spraket, bade det
inre (tankar) och yttre (spraket), intar en sirstillning i medierings-
processen, eftersom relationen mellan tanke och ord ir en rorelse
fran tanke till ord och fran ord till tanke: ”The movement of thin-
king from thought to word is a developmental process” (ibid. s.
250). Han talar ocksd om fantasins betydelse for lirandet och me-
nar att fantasin ligger till grund for varje kreativ skapelse inom alla
omraden, fran estetik till teknik. Darmed placerar varje spraklig
framstallning med dess héllningar och virderingar oss i en kulturell
och historisk tradition.

Vygotskijs tankande ser jag framst betraktas ur ett intellektuellt
sammanhang, medan Wertsch (1998) betonar mer hur manniskan
bemastrar (mastery) och overtar eller approprierar nigot till sitt
eget, med egna ord eller till ny handling. Kozulin (1997) gor en
liknande tolkning av den nira relationen och helheten mellan tal-
sprak, skriftsprak och tanke. Han forklarar detta forhallande med
att tanken ar sprakets sociala redskap och skriftsprak och tal ar
viktiga mentala funktioner hos manniskor. Briten (1996) betonar
att i motet mellan sprdk och tanke uppstar kulturell/bildande ut-
veckling: tankandet blir sprakligt och talet blir intellektuellt och
detta mote ar ett viktigt led i individens utveckling. Tankandet dr
beroende av foreningen mellan upplevelser av sdvil konkreta som
abstrakta, teoretiska kunskaper. Bide Kozulin och Briaten menar
att spraket och skrivandet ar kulturellt och kollektivt betingat.
Skriftspraksutveckling och begreppsutveckling forekommer dar-
med parallellt i en intellektuell utveckling, dd manniskan anviander
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sig av kommunikation, forstaelse och problemlosning. Spraket ar
ett av de betydelsesystem som semiotiken studerar och kan enligt
Marner (2005) endast betraktas som en del av manniskans totala
betydelsevirld. Med semiotik avses har tecken- eller betydelselara.

4.2.5 Mediering via appropriering

Appropriering och internalisering dr tvd medierande processer som
beskrivs inom sociokulturella teorier. Men hur approprieras den
meningsbarande tanken eller uttryckliga erfarenheter i skriftliga di-
aloger i en nitbaserad kontext? Vygotskij (1978) anvinder sig av
begreppet internalisering med betoning pa att social samverkan ut-
vecklas till individuella medvetenhetsfunktioner pd ett inre plan,
utan att beskriva bemastrande ”mastery”. Kozulin et al. (2003)
och Igland och Dysthe (2003) anvander ocksa internalisering nar
de beskriver barnets kognitiva utveckling, men ocksd som beskriv-
ning for den sociala och kulturella utvecklingen. De fortydligar hur
kunskaper blir manniskans egen genom att de sociala relationerna
internaliseras med de psykologiska redskapen. Redskapen kan ex-
empelvis vara kanslor, tinkande, minne och fantasi. De menar att
det ar inte enbart barnet/eleven som lar pa detta sitt, utan detta fe-
nomen giller alla manniskor. Braten (1996) betonar att internalise-
ring dr en aktiv process, eftersom kunskap utvecklas nir barn ak-
tivt arbetar med att finna losningar pa problem.

Bakhtin (1981) beskriver istillet begreppet appropriering, liksom
Wertsch (1998) som vidareutvecklat Vygotskijs uppfattning om in-
ternalisering, till att det inte enbart handlar om internalisering eller
bemaistring pa ett inre plan eller en mekanisk 6verforing eller ett
passivt accepterande. Wertsch beskriver att utvecklingsprocessen
kan ske i tvd steg; a) bemastrande ”mastery”, att 6verta ndgot och
b) ”appropriation”, att tilligna sig eller gora nagot till sitt eget.
Termen ”mastery” och ”knowing how” menar Wertsch har flera
fordelar framfor den mer generella beniamningen internalisering.
Han definierar ”internalization as mastery” (ibid, s. 46) med
”knowing how”, att bemdstra hur ett kulturellt/bildande redskap
ska anvindas. Det vill sidga att ha kunskap om eller vara skicklig i
nigot, men kunskapen behover inte vara approprierad. Wertsch

5

exemplifierar det med hur judiska barn hanterar amerikanska
sanger under religiosa hogtider. De sjunger sdngerna, men tystnar
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pa de stillen dar de inte kan identifiera sig med sdngtexten. De vill
didrmed inte anvinda meningen i texten som sin egen (ibid, s. 57).

Wertsch (1998) betonar vidare att appropriering dr ett bemast-
ringssteg som ar mer specifikt och patagligt: ”is closely bound up
with particular phenomena and examples, and thus a term that ta-
kes on a variety of interpretations” (s. 48). Han beskriver ”interna-
lization as appropriation” (s. 53) utifran Bakhtins (1981, s. 293)
tolkning att i varje naturlig handling eller yttrande finns roster eller
handlingar fran andra. Genom approprieringen gors handlingen
eller yttrandet i nagot avseende till ens eget. Bakhtins (ibid.) ut-
tryck att orden eller rosterna, handlingarna och virderingarna ar
“half someone else’s” forklarar tydligare hur manniskan delvis tar
Over varandras tankar. Han menar att spraket inte dr ett neutralt
medium, utan det bemastras och gors till sitt eget genom appropri-
ering.

Som jag tolkar Bakhtin och Wertsch dr appropriering att kunna
anvianda och omformulera egna och andras ord for att uttrycka
sina egna intentioner och uppfattningar. Eftersom ord har en eller
flera betydelser, blir dialogen pa ordets villkor. I denna utveckling
inryms motstand eller en spanning i skillnaden mellan olika roster
eller handlingar, ibland 4dven en konflikt dem emellan. Exempelvis
som mellan fordlder/barn och larare/elev, dar bada parter tillfor
olika perspektiv. Darfor ar det en invecklad och insatskravande
process som tar tid att utveckla, dven vixla over tid. Utvecklings-
processen kan ocksa beskrivas som en form av tillignande nir
manniskor forhaller sig till varandra genom att inta olika roller. I
dessa skilda sociala moten mellan manniskor bemastras och ap-
proprieras andras ord och yttranden, kunskaper och begrepp.

4.2.6 Den narmaste utvecklingszonen
I avhandlingen anviander jag benimningen den nidrmaste utveck-
lingszonen, for att synliggora skillnaden eller utvecklingszonen
mellan det studenterna redan kan och vad de kan prestera med
stod fran andra i en natbaserad, situerad kontext under fyra hog-
skolekurser. Tanke, handling och forstaelse kravs som jag ser det
for att exempelvis ge och fd respons inom den ndrmaste utveck-
lingszonen.

Men att ge respons till en kurskamrat eller student handlar inte
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sjalvklart om det stod som behovs inom den narmaste utvecklings-
zonen. Studenter eller lirare som inte besitter den kompetens och
erfarenhet av att ge respons, kan liatt hamna pé en nivda som enbart
bekraftar det kurskamraten eller studenten redan har gjort eller
skrivit. Vanliga bekréftande kommentarer jag moter i min empiri
ar exempelvis: ”Du beskiver det bra och tydligt”, ”Jag haller med
dig!”, ” Jag tycker du tog tag i det bra”, ”Jag fick samma tanke
som du...”. Bekriftande kommentarer beskriver Wennergren och
Ronnerman (2006) som att vara utanfér den narmaste utvecklings-
zonen, eftersom den inte ger ndgra utmaningar och leder darmed
inte till utveckling.

Att vara i eller innanfér den nirmaste utvecklingszonen tolkar
jag som nar vi drar nytta av varandras olika kunskaper och erfa-
renheter. Ett satt ar att stdlla fragor: ”Jag reagerar pa att...?”,
”Hur menar du att...?”, ”Betyder det att...?” Men det kan ocksa
bestd av motforslag, alternativa losningar, rad eller problematise-
ringar. Som i detta excerpt frin min empiri i ett dialogutbyte mel-
lan tva studenter om killhdnvisning.

Karin skriver:
Jag haller med tidigare kommentarer om att det var lite forvir-
rande med tvd olika sitt att ange dina killor i texten. Var det

ndgon tanke bakom?

Harry svarar:

Jag héller med om att det blev lite rorigt med kallhdnvisningen.
Nir jag skrev texten forst s hade jag dem inom parentes, men
sen tyckte jag att det sag bittre ut med understrykning, det var
littare att forsta. A sen glomde jag ritta till det i hela texten. S&

det ir rent slarv fran min sida.

Karin har gjort Harry uppmirksam p4 att han ska hinvisa till kil-
lor pa ett enhetligt sitt och far honom att reflektera 6ver sitt hand-
lande. Vygotskij (1978; 1986) beskriver “zone of proximal deve-
lopment” (ZPD) som en utvecklingszon dar det finns en mottaglig-
het for nya utmaningar och reflektioner 6ver lirandet. Den under-
visningsform som Vygotskij (1978) beskriver forutsitter bade mo-
ten mellan elev och larare och handledning av en mer kunnig per-
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son, dar bada tillfor aktivitet och kreativitet. Exempelvis ska eleven
ha nagot svarare problem att l6sa dn vad hon/han kan l6sa pa egen
hand. Genom vigledningen av en mer kunnig person, kurskamrat
eller lararen, handleds eleven igenom utvecklingen av liarandet.
Dirmed uppstar ny forstdelse och nya prestationer.

Chaiklin (2003) lyfter fram tre aspekter i denna kunskapsproc-
ess: ”1) The first aspect focuses on the idea that a person is able to
perform a certain number of tasks alone but in collaboration can
perform a greater number of tasks (s. 41). 2) The second aspect
emphasizes how an adult/teacher or more competent person should
interact with a child (s. 42). 3) The third aspect focuses on “prop-
erties of the learner”, including notions of a learner’s potential
and/or readiness to learn” (s. 42).

Del Rio och Alvarez (2007, s. 281) beskriver att begreppet ZPD
ar ett Vygotskianskt leading window som oppnar for frigorna:
Who? Att manniskan lir sig sjalv. With whom? Att vi ldr oss till-
sammans med andra och av dem som kan mer. What is develo-
ped? Att viara hogre funktioner utvecklas och forandras och moj-
liggor nya handlingar. With what? How? Att vi genom handlingar
och artefakter kan dra nytta av varandras olika kunskaper och er-
farenheter. Where? Att vi kan utféra saker som vi annars inte skul-
le ha kunnat gora.

Saljo (2000) beskriver den nidrmaste utvecklingszonen med att
den kan ”ses som den zon inom vilken den larande dr mottaglig for
stod och forklaringar fran en mer kompetent person” (s. 123). Ut-
vecklingszonen bildar dirmed ett underlag for medierat individuellt
och kollektivt lirande. Samspelet eller sam-handlingarna, som Sal-
jo bendmner det och 6msesidiga paverkan mellan spontant och ve-
tenskapligt begreppstankande, kopplas ofta till skolundervisning.
Samspelet och sam-handlingarna i detta arbete 4r studenternas ar-
gumentering och responsgivning i den nitbaserade lirgemenska-
pen. Studenterna ser jag blir medaktérer i en gemensam larprocess.

4.3 Bakhtins ramverk om dialoger

I detta kapitel kommer jag narmare att redogora for Mikhail Bakh-
tins teoretiska ramverk om dialoger och hans specifika sitt att for-
std dialoger och for analysen av dem, samt teoriutvecklingen av
Wertsch, Linell och Rommetveit. Jag kommer ocksd att beskriva



och jamfora Bakhtins ramverk med Toulmins argumentmodell for
analysen av relationen mellan subjekt och objekt i ett argument-
monster. De begrepp jag kommer att beskriva dr de jag tillimpar
och konkretiserar i min analys av potentialen, rosterna och argu-
mentmonstren i studenters skriftliga, natbaserade dialoger i tre
studier under fyra hogskolekurser (60 hp) pa distans.

4.3.1 Dialogism och dialogiska interaktioner

For att fa en helhetsbild pa vilket sitt och i vilken utstrackning
studenters skriftliga, asynkrona dialoger bidrar till kollektivt och
individuellt lirande anvinder jag mig av Bakhtins begreppsvirld
om dialoger som benidmns dialogism. Bakhtin (1981, s. 426) be-
traktar dialogism som ett karaktaristiskt epistemologiskt ramverk
som domineras av heteroglossia (se vidare kapitel 4.3.3). Ramver-
ket utgar fran Bakhtins teorier om dialoger med sirskild betoning
pa interaktion och kontexter, men ocksa subjektets (/) och ”den
andres” (other) omsesidiga beroende. Dialogism ska forstds som
del av en storre helhet, att det finns en stindig vixelverkan mellan
olika meningsbetydelser som alla har potential att anpassa eller av-
griansa andra.

Med andra ord 4r dialogism minsklig kommunikation och
handlingar som ar socialt organiserade genom dialogiska interak-
tioner, sivil inom ett och samma yttrande, som muntliga och
skriftliga. Den dialogiska interaktionen ar lika mycket beroende av
sandaren som mottagaren och fungerar som det kreativa elementet,
bade pa det individuella planet och pa samhallsplanet. Bakhtin ger
exempel pa romanens och poesins diskurs som berittas genom oli-
ka sprak. Ett av spriken dr det ursprungliga: “the primordial dia-
logism of discourse” (1981, s. 275) och ar svarfiangat eftersom det
ligger fore och utanfor den egentliga handlingen. Emellertid fargar
det samtidigt deltagarnas agerande och dirmed finns det inte
egentligen en monolog.

Linell (1998, 2001) tillampar dialogism for att forstd texter och
samtal, medvetna som omedvetna, manniskans sprakbruk, kom-
munikation och kognition: ”Dialogism will stress interactional and
contextual features of human discourse, action and thinking” (s.
35). Linell (2003b) redogor for fyra gemensamma drag i dialogism.
Det forsta ar den dialogiska interaktionen (interactionism) och ut-



bytet med andra personer och innehéll. Det andra ar att dialogen
ar situerad (contextualism) i en diskurs dir exempelvis gemen-
samma texter, handlingsmonster och kunskaper utbyts i en socio-
kulturell kontext. Det tredje ar dialogens strukturella monster
(communicative constructionism) som har skapats 6ver tid genom
kunskap, sprak och kommunikativ slentrian mellan méanniskor (so-
ciohistorical genesis). Det fjarde kallar han for den dubbla dialogi-
citeten (double dialogicality) for att det finns ett samspel eller en
interaktion mellan tidigare erfarenheter och forvintade hindelser
och mellan det situerade hdr och nu med mer renodlade sociokul-
turella tillimpningar. T dialogerna finns konkreta meningsfulla
samtal som en modell och metafor for mansklig kommunikation
och kognition. Med andra ord finns det relationer mellan ett per-
sonligt jag och andras yttranden, vardagliga som litterara.

Utmirkande for den skriftliga interaktionen dr att det for in
andra forhallanden, hinder och mojligheter i den dialogiska proces-
sen menar Linell (1998, 2001, s. 269). Dirfor finns det en skillnad
mellan talk-in-interaction, ansikte mot ansikte, och att lisa en text
bland olika genrer, dir varje stilart maste beskrivas och forklaras
teoretiskt som empiriskt. Linell ger exempel pa viktiga artefakter,
som en pappersutskrift eller datorskdrmens text, for att visa att de
innehaller bestimda symboler eller uttryck. Exempelvis har laro-
medel och litteratur ofta fatt personer att tro att de ar ”sanna” och
att de innehéller bestimda, objektiva definitioner och tolkningar.
Linell menar att detta i viss utstrackning paverkar och hindrar an-
vindarens tolkningsgrad pa nagot sitt. A ena sidan ger ett indivi-
duellt upprepat textlisande goda mojligheter att utveckla skilda
kritiska tolkningar. A andra sidan ar det ganska klart papekar Li-
nell att skrivandet i undervisningssammanhang infér mer dekon-
textualiserade attityder och tenderar att stodja enstammighet. Ut-
ifran detta sitt att se betonar Linell (1998, 2001, s. 35) att alla ytt-
randen, ord, tal och texter dr byggda pd andras ord (mutually
other-oriented) — utom mina egna ord, men de blir firgade av
andras ord. Med det menar Linell att vi lever i en virld med andras
roster, reaktioner frdn dem och inforlivande av dem.

Det medvetna sardraget i dialogism benamner Holquist (1990,
2002) for otherness:
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In dialogism, the very capacity to have consciousness is based
on otherness. This otherness is not merely a dialectical aliena-
tion in its way to a sublation that will endow it with a unifying
identity in higher consciousness. On the contrary: in dialogism

consciousness is otherness (ibid. s. 18).

Holquist (1990, 2002) beskriver vidare att “otherness” handlar om
en liten skillnad och relation till ndgon kdarnpunkt och allt det som
ar utanfor. Karnpunkt ska forstas utifran vad det dr (a relative), en
slags relation till nagot, istallet for en absolut benamning.

Som jag uppfattar “otherness”, det vill siga sirdraget i dialo-
gism, dr att det dr det utfallsrum som kan medvetandegora omed-
veten kunskap. Den dialogiska relationen eller dialogiciteten be-
namner Bakhtin (1981, s. 314) samtalet mellan parterna dar me-
ning uppstdr i potentialen mellan olika uppfattningar och varde-
ringar. Enligt Markova (1992, s. 56) kan dialogism forestallas pa
tvd kompletterande sitt; dialogism som oOmsesidighet (mutuality)
och dialogism som motsattningar (strife of oppositions). Han anser
att dialogism ska ses som ett interindividuellt och intertextuellt till-
vagagangssatt (s. 45). Det vill sdga ett tinkande eller reflektioner,
eftersom spraket uppstdr i en mangfacetterad och multispraklig,
situerad och kulturell realitet. Igland och Dysthe (2003) anser ock-
sa att dialogism handlar om tiankande. De ser vilka konsekvenser
vara yttranden har for hur mening, kunskap och lirande skapas
och varfér mening och lirandet fraimjas genom dialog, till skillnad
fran monolog. Dialogism kan déd forstds som det samtal som stin-
digt dger rum, bade explicit med andra och implicit inom ménni-
skan.

Som jag uppfattar dialogism innefattas hir den manskliga kom-
munikationen som i grunden dr dialogisk, bade det interna tin-
kandet och externa handlandet. Det dialogiska ska forstds som att
mening uppstdr i de dialogiska samspelen mellan olika tankar och
handlingar, mellan de som skriver eller talar och mellan de som la-
ser eller lyssnar, dar bide omsesidighet och motsittningar existe-
rar. Med andra ord ir dialogism det sociala/kollektiva och kultu-
rella/bildande utfallsrum som kan medvetandegora omedveten
kunskap, att gora det obegripliga begripligt. Dialog och interaktion
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som interindividuella och intertextuella tillvigagdngssatt har dar-
med en grundldggande funktion

4.3.2 Bakhtins sprakbegrepp

Bakhtin (1986, 2004b, s. 71) betonar att spraket dr dialogiskt och
att yttrandet (utterance) ar basenheten i all kommunikation: “the
real unit of speech communication: the utterance”. Mening skapas
inte utifrdn ett enskilt ord eller ordets betydelse eller fran spraket
som system, utan av relationen mellan egna och andras ord som
formas av roster med ett bestimt dialogiskt innehall. Att lara sig
tala innebar att skapa yttranden med ett meningsinnehall:

To learn to speak means to learn to construct utterances, (be-
cause we speak in utterances and not in individual sentences,

and, of course, not in individual words) (ibid. s. 78).

Bakhtin vidgar dirmed sprakbegreppet genom att pdstd att det
finns ett dialogiskt samspel och ett dialogiskt utbyte i all kommu-
nikation. Det dialogiska ar alltid forbundet med spraket och exi-
stensen i interaktionen mellan jag/egot (self, /) och ”den andra”
(other). Det vill siga minniskans sprakbruk eller kommunikation
ar en kontinuerlig, oavslutad dialog med egna och andras roster.
Den kulturbirande funktionen utvecklas pa tva plan: forst pa det
sociala/kollektiva planet och direfter pa det inre/bildande eller kul-
turella planet. Det vill siga tinkandet utvecklas fran en yttre till en
inre dialog.

Bakhtin (1986, 2004a) menar med det att all mansklig kommu-
nikation dr socialt organiserad genom dialogiska relationer och di-
alogen skulle komma att tolkas i between mind and world (Hol-
quist, 1990, 2002, s. 4). Relationen mellan ett jag (I) och andra
(other) har en avgorande roll for dialogutbytet. I detta talutrymme
mellan jag och andra, som Bakhtin bendmner speech zone (1981,
s. 434), finns bade ett stoff och en sfar av inflytande. Andemening-
en i ett yttrande mdste passera genom "zoner" som domineras av
andra karaktirer och kan darfor brytas. I varje yttrande finns fran
enstaka ord och vardagliga repliker, till komplexa vetenskapliga
och litterdra ord som antas och forstds utifran hur personen tolkar
dem: ”We embrace, understand, and sense the speaker’s speech
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plan or speech will, which determines the entire utterance, its
length and boundaries” (1986, 2004b, s. 77).

Som jag ser det handlar det om tva tal-nivder. Dels om vad per-
sonen forsoker siga i sitt yttrande ”speech plan”. Dels hur hon/han
forstar avsikten med yttrandet “speech will”. Innehallet i dialogen
kan ta sin borjan langt tillbaka i en text eller handling eller vara
influerad av andra forfattares ord som ger tydliga avtryck eller
aterges mer allmangiltigt "neutralt". Darefter antas och forstds in-
nehallet utifrdn hur ldsaren eller lyssnaren tolkar det. Som jag tidi-
gare angett beskriver Bakhtin (1981, s. 314) dialogens mening som
dialogically med att manniskans foresatser forverkligas av det dia-
logiska samspelet mellan olika meningsovertygelser:

One point of view opposed to another, one evaluation opposed
to another. [...] This interaction, this dialogic tensions between
two languages and two belief systems, permits authorial inten-
sions to be realized in such a way that we can acutely sense
their presence at every point in the work.

Bakhtin lagger dirmed tonvikten pa att vi lever i en varld med an-
dras ord: ”In this sense, all words (utterances, speech, and literary
works) except my own are the other’s words. I live in a world of
others” words.” (1986, 2004a, s. 143). Yttrandet, som formas av
réster med ett bestimt dialogiskt innehdll, dr redskap och kan ses
som en liank i en kedja eller en motesplats for samspel och konfron-
tation mellan talande/skrivande personligheter med olika uppfatt-
ningar och varderingar. Darmed fyller varje yttrande en funktion.
Rommetveit (2003) och Holquist (1990, 2002) beskriver dialo-
gicitet som dialogens helhet och att kommunikation och kognition
alltid involverar samarbete med andra ménniskor i en kontext dar
kunskap, sprdk och kommunikation utbyts. Dialogen innefattar
sdvil konkreta samtal, skriven text, nitbaserad kommunikation,
som anvindning av olika medierande redskap. Forutsittningarna
for en dkta eller genuin dialogsituation menar de ar sjalvtillit, lik-
som tillit och respekt mellan parterna. De lyfter ocksd fram mot-
sattningarna mellan dialog och monolog. Monologen har karakta-
ren av dialogiska anforanden eller tal-till nigon med ett bestamt in-
nehdll, jamfort med dialogen som alltid ar forankrad i ett dialo-



giskt sammanhang. Som jag tolkar det menar Bakhtin, Rommetveit
och Holquist att det anda finns ett dialogiskt utbyte och ett dialo-
giskt samspel i all kommunikation, oavsett om det ar dialog eller
monolog. Det som skiljer 4ar om det handlar om ett 6msesidigt
samtal eller ett tal-till nagon.

Wertsch beskriver att dialogen ar en spraklig medierad handling
och darfor har spraket en sarstallning i larprocessen. Han papekar
att Bakhtins begrepp ”utterance” ir intimt kopplat med rost eller
den talandes personlighet och medvetenhet: This is so first of be-
cause an utterance can exist only by being produced by a voice”
(1991, s. 51). Alla yttranden dr dirmed unika och involverar en
specifik dialogicitet eller multivoicedness. Wertsch hdnvisar har till
Bakhtins term ”ventriloquation” (1991, s. 59). Termerna kan kon-
kretiseras med att denna dialogprocess, dir en rost talar genom en
annan rost eller flera skilda sprak eller roller i olika kontexter, ar
en diskurs i dialogen.

Wertsch (1992, s. 66) gor vidare en distinktion mellan det exter-
na sociala spraket och det inre tinkandet, men ocksa mellan den
omedelbara (simultaneous) och foljande (sequential) dialogen.
Den foljande dialogen beskriver Wertsch som en form av kommu-
nikativ, interaktiv furn-taking nir spraken, rosterna eller rollerna
mellan talare och lyssnare forandras genom att de delar olika ros-
ter. En rost overfor en annan rost, men skiftar tonldge (shift in ac-
cent, s. 67). Denna dialogprocess jamfor Wertsch (ibid.) med Bakh-
tins multisprak. Jag uppfattar att i multisprdk och ”turn-taking”
(som inte handlar om konversationsanalys) sker utbytet nar tva el-
ler flera sprak, roster eller roller gar in i varandra och ger tydliga
avtryck. Det kan vanligtvis ske under en omedelbar, direkt konver-
sation mellan tva personer, ansikte mot ansikte och/eller med ges-
ter och kroppssprak. Utbytet sker dven nitbaserat genom de syn-
krona dialogerna som dger rum under samma tid, sisom att chatta,
ha samtal via en webbkamera eller tala i mobil eller telefon.

Sammanfattningsvis uppfattar jag inneborden i Bakhtins vidgade
sprakbegrepp att dialog och interaktion forhaller sig dialektiskt till
varandra. I och med att det finns ett omsesidigt, dialektiskt sam-
band mellan spraklig, social och kognitiv utveckling, sa ser jag det
som att spraket och olika handlingar understodjer, organiserar och
beframjar sdvil socialt, kommunikativt beteende, som individens
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tankande i samspel med andra. Detta innebar att potentialen ligger
i samtalets eller dialogens meningsbiarande funktion som formats
av ord med olika roster.

4.3.3 Dialogens roster

Ett viktigt analytiskt redskap som jag anvinder i min analys av
skriftliga, asynkrona dialoger, ar dialogens mening som medvetan-
degors av olika rdster. Bakhtins ryska ord slovo omfattar ett

mycket storre omrdde dn engelska motsvarigheten "word" [jfr.
grekiska logos]. Det ska forstas som en specifik kontext av yttran-
den som formas av réster med spar eller betydelser av andras ord i
olika kontexter, det vill siga en diskurs i dialogen. Det vigledande
ar enligt Bakhtin (1981) att halften av ordens innebord ar nagon
annans och blir forst de egna nar de approprierats med de egna in-

tentionerna och det egna kunnandet:

The word in language is half someone else’s. It becomes “one’s
own” only when the speaker populates it with his own inten-
tion, his own accent, when he appropriates the word, adapting
it to his own semantic and expressive intention (ibid. 1981, s.
293).

Han framhaller att varje ord finns for talaren eller skribenten i tre
aspekter; det allmdnna, neutrala ordet, andras ord och mina ord:

Therefore, one can say that any word exist for the speaker in
three aspects: as a neutral word of a language, belonging to no-
body: as an other’s word, which belongs to another person and
is filled with echoes of the other’s utterance; and, finally, as my
word, for, since I am dealing with it in a particular situation,
with a particular speech plan, it is already imbued with my ex-
pression (1986, 2004b, s. 88).

Yttrandet, som formas av allminna, neutrala ord, andras ord och
mina ord, anvinder han som ett monster eller en struktur for att
synliggora samspelet mellan olika slags ord. Men hur kan olika ord
med roster i skriftliga, asynkrona dialoger identifieras och beskri-
vas? Résten beskriver Bakhtin dr den talandes personlighet och
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medvetenhet, med en vilja eller 6nskan bakom, med sin egen klang
och egna Overtoner: ”A voice always has a will or desire behind it,
its own timbre and overtones ”(1981, s. 434). Med andra ord in-
nehdller yttrandet eko av réster fran tidigare anvandare. Detta be-
skriver Bakhtin med att yttrandet dr fyllt av dialogiska 6vertoner
(dialogic overtones) (1986, 2004b, s. 92).

Bakhtin betonar vidare att dven ett enstimmigt eller monolo-
giskt yttrande kan vara fyllt av dialogiska Overtoner: “even the
slightest allusion to another’s utterance gives the speech a dialogi-
cal turn that cannot be produced by any purely referential theme
with this own object” (ibid, s. 94). Som jag forstar det innehdller
dven ett monologiskt yttrande en dialogisk atergivning, eftersom
aven den minsta anspelning till ett annat yttrande ger avtryck. Men
utmirkande for en dialog ar att mening skapas forst nar tva eller
flera roster kommer i kontakt med varandra genom att den lasande
eller lyssnande rosten svarar eller reagerar pa den skrivande eller
talande rosten.

Det inre talet, det vill siga tinkandet, forklarar Bakhtin (1986,
2004b, s. 79) som en inre dialog eller ett samtal mellan olika ros-
ter. Dessa spar av roster ar en viktig utgangspunkt for reflektion i
relationen mellan den som talar eller skriver och 6vriga involvera-
de. Rosterna exkluderar inte varandra, utan influerar varandra pa
manga olika sitt. Rosterna ger ocksa avtryck i deltagarnas uttalan-
den i form av att de lagger ord i varandras mun eller lanar uttryck
fran andra eller fran litteraturen. Narmare bestimt en form av
spraklig variation i olika sociolekter, dialekter eller kronolekter
(Mgller Andersen, 2002).

Wertsch (1991, s. 51) konkretiserar ordet rost med att den bar
med sig inre tankar och kanslor, andras roster, forkortningar och
tillrattalaggande, argument och motsatser med mera. Linell
(2003a, s. 221) uttrycker det pa ett liknande sitt att vi inte dger
vara yttranden eller var egen rost eller delar dem lika. Han menar
med det att vdra roster bar med sig kulturhistoriska varderingar
och synsitt. Dessa roster har uppstatt genom dialogiska interaktio-
ner mellan sdval individer och grupper, olika roster, sprak, symbo-
ler, bilder, text och ton, som mellan olika slags praxis.

Matusov (2007) skildrar anviandandet av ordet rost med att den
inte skapas pa ett speciellt sitt (mode), utan rosten skapas dialo-
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giskt mellan adressat eller mottagare och respons: ”Voice is dialo-
gically shaped by address and response to real or imaginary audi-
ence” (s. 228). Han hanvisar till Bakhtins begrepp double-voiced
discourse som oundvikligen uppstar under dialogisk interaktion.
Diskursen har en dubbel riktning eftersom den ar riktad bdde mot
talets eller texten meningsinnehdll, som i den vanliga diskursen,
och bade mot en annans diskurs, mot nidgon annans tal eller text.
Denna dubbla riktning med dessa betingelser menar Bakhtin
(1984, s. 185) kan gora orden mer dkta och levande. Det kan vara
direkta, explicita yttranden i tal eller skrift, som att siga emot, be-
krafta, komplettera eller bygga vidare, men de kan ocksd vara im-
plicita eller outtalade.

Mangfald av olika diskursiva sprak som mots i ett samtal eller i
en text benimner Bakhtin (1981, s. 291) heteroglossia:

In actual fact, however, there does exist a common plane that
methodologically justifies our juxtaposing them: all languages
of heteroglossia, whatever the principle underlying them and
marking each unique, are specific points of view on the world,
forms for conceptualizing the world in words, specific world
views, each characterized by its own objects, meaning and val-

ues.

Heteroglossia uppfattar jag som ett omfangsrikt begrepp som inne-
fattar bade de sprakkoder vi viljer mellan och efter vilket institu-
tionellt sammanhang eller den diskurs vi ar i eller vem vi talar med.
Exempelvis hur studenterna i min empiri viljer att skriva sitt skrift-
liga svar pd i en natbaserad kursuppgift eller i ett vardagligt samtal
med vinnerna i en blogg eller ett sms. Vid varje tid och plats finns
det en uppsittning villkor; sociala, kulturella, vetenskapliga och sa
vidare, som kommer att paverka meningsinnehallet, an samtalet
skulle ha fitt pad annan tid och plats (ibid., s. 263, 428). Denna
sprakliga variation kan jamforas med Kristevas (i Moi, 1986, s.
36f.) uppfattning att sprakhandlingarnas samordnare dr dmnesin-
nehéll, mottagare och yttre texter. Det finns ocksa en parallell med
Faircloughs (1992, s. 64) beskrivning att sprakvariationen ger be-
tydelse at upplevelser och bidrar till att skapa savil sociala identite-
ter, som sociala relationer och kunskap. Liksom med Foucaults
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(1993, s. 11ff.) maktperspektiv mellan tanke, sprak och samhalleli-
ga fenomen. Med andra ord hur en text bygger pd andras texter
och hur texter kan forvandla tidigare texter och omstrukturerar
existerande konventioner, genrer och diskurser for att generera
nya.

Polyfoni ir ett annat begrepp av Bakhtin, som ir en litterdr term,
inte en spraklig. Enligt Moller Andersen (2002; 2007) ligger poly-
foni nirmast ”tvdstimmiga” ord mellan jag och andra, som be-
tecknar den dialogiska forstielsen av ordet som uppstdr nir det
forverkligas i en dialog. Polyfoni kan dirmed forstds som kon-
struktion av ”manga stimmor” dir ingen av dem far sista ordet.
Exempelvis har forfattarens sjilvstindiga yttranden med olika ros-
ter, samma virde eller auktoritet som personerna i berittelsen.
Bakhtin (1984, s. 270) anvinde Dostojevskijs roman som ett ex-
empel pa en polyfon text, diar det finns ett sarskilt ”polyfoniskt,
konstnarligt tinkande” som stracker sig utanfor granserna for ro-
manen som genre. Som jag ser det kan en polyfon text jamforas
med ett musikstycke, ddr forfattaren ar dirigent och personerna i
berittelsen dr olika instrument. Var och en av instrumenten fyller
en funktion med samma sjalvstindiga och likaberittigade stam-
mor. Motsatsen till den polyfona romanen ir enligt Bakhtin (ibid.)
den monologiska romanen, exempelvis den romantiska och realis-
tiska romanen, som Bakhtin anser dr stingd, bevisstyrd och avslu-
tas med ett sista avgorande ord.

Dysthe (1996) benimner mangfald av olika diskursiva sprak
flerstdmmighet. Grinserna till den andres ord blir ofta mycket for-
svagade, nastan utsuddade eller helt dolda. Hennes studie visar att
eleverna fick en djupare forstdelse av egna och andras texter genom
samspelet mellan de manga rosterna. Men den sociala praktiken
eller kontextens betydelse gav samtidigt lika viktig lirdom om hur
eleverna skulle ga tillvaga for att tolka texterna. De gick fran att
vara perifera medlemmar av amnesgemenskapen, till att gradvis bli
mer kompetenta deltagare. Samspelets betydelse i undervisningen
lyfts fram. Det vill siga elevers deltagande i en diskursgemenskap
dar larandet ar distribuerat mellan deltagarna.

4.3.4 Dialogens delagare och medférfattare
En annan betydelse i dialogen beskriver Bakhtin att det i varje ytt-
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rande bide finns en dgare eller meddelare och en adressat eller
mottagare som primart dr en respons pa foregdende yttrande i ett
givet omrade. ”Every utterance must be regarded primarily as a re-
sponse to preceding utterances of the given sphere” (1986, 2004b,
s. 91). Varje yttrande har dirmed en mottagare, lasare eller lyssna-
re, en form av adressivitet (addressivity) eftersom yttrandet ar
adresserat till en viss person och till roster som dr avlagsna bade
socialt, kulturellt och i tid och rum:

... the utterance has both an author ... and an addressee. This
addressee can be an immediate participant-interlocutor in an
everyday dialogue, a differentiated collective of specialist in
some particular area of cultural communication, a more or less
differentiated public, ethnic group, contemporaries, like-minded
people, opponents and enemies, a subordinate, a superior,
someone who is lower, higher, familiar, foreign, and so forth

(ibid. s. 95).

Bide Bakhtin (1986, 2004b, s. 95) och Wertsch (1991, s. 53) beto-
nar att adressaten alltid medverkar under sjdlva utformningen av
yttrandet. Darfor innefattas bada fragorna: Who is doing the
speaking? och Who is being addressed? Bakhtin papekar att
adressaten/mottagaren foregriper dgaren/meddelaren till yttrandet i
ndgon form med att exempelvis instimma, visa sympati, ha in-
vandningar eller handla med att ge motstand eller stod. Att forsta
ett yttrande dr en aktiv handling och kan uttryckas pa manga olika
sitt och realiseras nir exempelvis ordet uppfattas, accepteras eller
utfors i en specifik handling, en form av mottagarkompetens. Den
aktiva forstdelsen kan ocksa vara tyst och dold och komma till ut-
tryck vid en senare tidpunkt genom verbala yttranden eller andra
handlingar, men den ar alltid dialogisk.

Rommetveit beskriver det med att anviandarna i den sociala och
mentala aktiviteten bade blir deldgare och medférfattare i
sprakandet: "The expressions shareholding in language and co
authorship of meaning entail a wholehearted rejection of the dis-
junctive mode of reasoning about social, collectively constituted,
and individual mental activity” (2003, s. 216). Som jag forstar det
mojliggor och initierar adressiviteten ett medforfattarskap och del-



agarskap genom de omedvetna och medvetna rosterna i det direkta
yttrandet till ndgon. I och med att adressaten alltid medverkar un-
der sjilva utformningen av yttrandet, blir det en form av medfor-
fattarskap och delagarskap.

4.3.5 Diskurs i dialogen

I vilken diskurs yttrandet uttalas i, anvander jag som ett analysred-
skap och konkretiserar i min analys av de skriftliga, asynkrona dia-
logerna. Diskurs betonar Bakhtin (1981) 4r en specifik kontext av
yttranden, som formas av roster eller spar av roster, med ett be-
stamt dialogiskt innehall:

first, among others” utterances inside a single language (the
primordial dialogism of discourse), among other “social lan-
guages” within a single national language and finally among
different national languages within the same culture, that is, the
same socio-ideological conceptual horizon (1981, s. 275).

Bakhtin (1981, s. 342) gor en stor skillnad mellan authoritative di-
scourse och internally persuasive discourse. Han beskriver den
monologiska som ”authoritative discourse” och den dialogiska
som “internally persuasive discourse”. Dessa tvd diskurser proble-
matiserar Matusov (2007) anvindandet av och han ser en del fall-
gropar: “Internally persuasive discourse is not rooted in a special
and direct relation with the self... but in a special relation with ac-
tual others” (ibid. s. 224). Han betonar att internally persuasive
discourse kan anvindas nir personers olika idéer innefattar varie-
rade och motsagelsefulla roster som provas kritiskt i en dialog: 1
argue that focusing on the critical aspect of discourse — what is, I
think, the core of Bakhtin’s notion of “internally persuasive disco-
urse’ - is extremely important for education” (ibid. s. 231).
” Authoritative discourse” kan anviandas om den baseras pa tradi-
tion, konventioner eller okunnighet, inte med ett enskilt ord som
exempelvis hardhet (violence), men det kan vara en del av diskur-
sen. Dialogisk pedagogik maste darfor grundas pa bada diskurser-
na papekar Matusov (ibid. s. 233).

Som exempel pa auktoritativ diskurs (min 6versittning) refererar
Bakhtin (1981) till hur personen mottar religiosa, politiska och
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moraliska texter, men ocksa tidigare ord eller legitima yttranden
fran hogre makt, en vuxen, foraldern, lararen:

The authoritative word is located in a distanced zone, organi-
cally connected with a past that is felt to be hierarchically high-
er. It is, so to seek, the word of the fathers. Its authority was al-
ready acknowledged in the past. It is a prior discourse (ibid.

1981, s. 342).

Yttrandet i den auktoritativa diskursen karaktariseras av att det ar
principfast. Meningen ar inte forhandlingsbar och den bestimmer
den mojliga tillimpningen. Yttrandet kan dirmed betraktas som
avslutat, eftersom det overfors, accepteras och kraver inget gen-
svar, i motsats till den inre 6vertygande diskursen (min Oversatt-
ning av persuasive) som bemots, tatt forbundet med de egna orden:

Internally persuasive discourse — as opposed to one that is ex-
ternally authoritative — is, as it is affirmed through assimilation,
tightly interwoven with “one’s own word”. In the everyday
rounds of our consciousness, the internally persuasive word is
half-ours and half-someone else’s. Its creativity and productive-
ness consist precisely in the fact that such a word awakens new
and independent words, that it organizes masses of our words
from within, and does not remain in an isolated and static con-

dition (ibid. 1981, s. 345).

Bakhtin (1981) beskriver sprakutvecklingen mellan den auktorita-
tiva och overtygande diskursen som en inre kamp mellan tillgangli-
ga verbala och ideologiska positioner, angreppssitt, riktningar och
varderingar. Han betonar att den semantiska strukturen, det vill
sdga studier av spraklig betydelse eller mening i den inre Overty-
gande diskursen dr oppen for nya uppfattningar; it is open; in
each of the new context that dialogize it, this discourse is able to
reveal ever newer ways to mean” (ibid. s. 346), i motsats till den
auktoritativa diskursen som ar sluten.

Tolkningen av ett yttrande kan enligt Bakhtin (1986, 2004b, s.
68) ske utifran en aktiv eller passiv forstielse. Den passiva forstdel-
sen reproducerar eller dterskapar enbart talarens eller skribentens
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ord och tankar, medan den aktiva forstdelsen istallet skapar forut-
sattningar for respons, argumentation, 6verenskommelser, sympa-
tier, dsikter och sd vidare (ibid. s. 69). Men yttrandet kan ocksa
vara implicit, tyst och osynligt och dven vara explicit och komma
till uttryck vid en senare tidpunkt genom verbala yttranden eller
andra handlingar.

Om jag jamfor Bakhtins (1986, 2004b) diskursteori med Lot-
mans (1988, s. 32 ff.) sammanfaller de med varandra, men deras
begreppsanvindning ar inte identiska. De kritiserar bdda den van-
liga kommunikationsmodellen dir ett enkelt budskap overfors fran
en sandare till en mottagare. Det Lotman utgér fran ar att alla tex-
ter, inte bara verbala utan allt som dr meningsbirande, har tva
funktioner. Den ena funktionen kallar han fér enstimmig “univo-
cal” (monologisk/auktoritativ enligt Bakhtin) och den andra for di-
alogisk (Overtygande/persuasive enligt Bakhtin). Den enstimmiga
funktionen férmedlar mening och uppfylls bast nir minst tva del-
tagares koder eller normer Overensstimmer med varandra. Den
andra funktionen ar dialogisk och gor det mojligt att generera ny
mening. D3 slutar texten eller den meningsbarande funktionen att
vara passivt férmedlande (passiv och auktoritativ enligt Bakhtin)
mellan meddelare och mottagare och blir ett aktivt tankeredskap
(thinking device) av sjilva essensen eller det meningsbarande i tex-
ten, det vill sdga aktivt évertygande (aktiv och 6vertygande enligt
Bakhtin).

Ett exempel pa en analys av dialogiska, asynkrona texthandling-
ar utifrdn Bakhtins, Lotmans och Rommetveits teorier dr Dysthes
(2002) studie bland nio filosofistudenter som skriver om moralteo-
ri och etisk argumentation. Hon fann fyra kriterier i deras dialoger:
1) dialogisk (dialogic); som refererar till artikeln eller uppgiften, 2)
enstimmig (Univocal): presentation av exempel, 3) dialogisk (dia-
logic); engagerar sig i diskussionen utifran ett eller flera av andra
studenters pdastdenden eller 4) enstimmig/dialogisk (univo-
cal/dialogic); papekande av en principiell karnpunkt. Dysthe kon-
staterar att flera inldgg var enstimmiga/dialogiska pa en och sam-
ma gang och hon benimner det som dubbel dialogicitet. Hon han-
for inte beniamningen till ramverket dialogism (se kapitel 4.3.2),
utan pekar mer pa vikten av att sjilva skrivandet och responsgiv-
ningen gor att studenterna reflekterar pa en hogre niva (higher-
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order thinking). Genom andras roster i texterna sag Dysthe att stu-
denterna genererade ny forstdelse for uppgiften med att hoja prin-
cipiella karnpunkter.

Dysthe (2002) jamfor med Bakhtins och Rommetveits pastdende
att: “meaning and understanding are created where there is a ‘re-
ciprocity of differences’, where multiple voices struggle with one
another, argue or supplement one another.” (ibid. s. 348). Den
omsesidiga meningsskiljaktigheten (reciprocity of differences) an-
ser Dysthe bidrog till att larandepotentialen 6kade mellan studen-
terna, eftersom mening och forstdelse ackumulerades successivt av
de multipla rosterna och perspektiven. Dysthe konstaterar att om
studenterna inte bara presenterar sina idéer, utan ocksa har skrift-
lig responsgivning, hojs kvalitén bade pd inldggen, pa lararrollen
och pa symmetrin mellan deltagarna.

4.3.6 Dialogens potential

Ett ytterligare analytiskt redskap som jag anviander i min analys av
meningsinnehallet skriftliga, asynkrona dialoger och konkretiserar
i mina studier, dr termen meningspotential. Enligt Norén och Li-
nell (2006) kan den ocksi kallas for betydelsepotential: ”Men véir
podng dr att betydelsens funktion dr att bidra till att skapa mening
i kommunikationssituationer, dir det alltsd primart ar manniskor
som menar nigot, snarare dn abstrakta ord som betyder” (ibid. s.
3). De papekar att de flesta definitionerna i litteraturen av begrep-
pet meningspotential ar bristfalliga. Det blir en slags kompromiss
pa den sprakliga nivdn, eftersom potentialen inte innehdller ndgon
fixerad huvudbetydelse, 4ven om den i médnga fall rymmer tydliga
karnaspekter. Samspel och kontextuella, medverkande krafter ar
nodvandiga menar Norén och Linell, eftersom meningspotentialen
aldrig ensam kan konstituera en situerad innebord.

Interaktionell lingvistik anser Norén och Linell (2006) kan bidra
till begreppet meningspotential, eftersom den passar val for att be-
skriva spraklig betydelse och fungerar i den sprakliga praktiken,
det vill sdga i faktiska texter och samtal. De uppfattar meningspo-
tentialen inom detta filt framst som en spraklig resurs, grundad pa
individens eller gruppens kommunikation dir de bestimmer vilka
tolkningar som ar rimliga och forstdeliga i respektive situation (s.
4). De menar att betydelsen hos ord eller uttryck kan forhandlas,
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kompletteras, modifieras och forandras i enskilda situationer och
over historiska forlopp och dr dirmed dynamiskt tojbara och for-
anderliga. Samspelet sker dirmed pa minst tvd nivder, bade i det
situerade, interaktionella samspelet och i sociala sammanhang 6ver
kortare och langre tidsperioder.

Det som skiljer Norén och Linells (2006, s. 4 ff.) tolkning av
meningspotential, som de menar har en egen struktur som forutsat-
ter ndgon typ av abstraktion, och Rommetveits (2003, s. 215)
tolkning, dr att han betonar den sociala interaktionen, men ocksa
intersubjektivitet som karaktariseras av mansklig aktivitet. Morti-
mer och Wertsch (2003, s. 236) jamfor Rommetveits perspektiv pa
intersubjektivitet nidr studenter talar i traditionellt "Initial-
Response-Evaluation" (IRE) monster, medan Lihteenmaki (2005,
s. 92 ff.) definierar meaning as a potential som en framvixande,
dynamisk spanning med andra, dir deltagarna forsoker anpassa sig
till varandras synsaitt och viarderingar. Eftersom det dialogiska be-
greppet avser potentialen i meningen eller betydelsen, skiljer det sig
radikalt fran det litterdra, bokstavliga begreppet mening.

Rommetveit (2003, s. 215) beskriver processen utifrdn tva niva-
er, meaning potential hos ord och message potential hos situerade
utsagor. Han poidngterar att denna pluralistiska kultur och praktik
bygger pa tolkande dialoger, diar gemensam forstdelse slds fast ge-
nom férhandlingar. Han tydliggor denna process med att anvanda
termen meningspotential och visar pa sprakliga kategorier, snarare
an pd ordens betydelse. Enligt Rommetveit bildas mening dialo-
giskt i en kulturell och social kontext, medan potential ir det ytt-
rande eller de ord som personen viljer att ta fasta pd. Processen
hanger ihop med det omfiang av meningsmojligheter som erbjuds
och forhandlas och vilken situationen personen befinner sig i, lik-
som den kunskap och erfarenhet som den som tolkar budskapet

har:

The word’s meaning potential, the range of meaning-mediating
possibilities it offers us as shareholders in a common language
and inhabitants of a shared cultural habitat, is such that can
bring into language the bodily exertion aspect as well as by ne-
gation (ibid. s. 215).
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Rommetveit (1992, s. 21 ff.) anvinder tvd metaforer for att beskri-
va minsklig kommunikation. Metaforen kartan for inre mentala
representationer (internal mental representations) och metaforen
spegeln for meningspotentialer (meaning potentials). Min tolkning
av metaforerna dr att Rommetveit vill visa pd den dubbla funktio-
nen i dialogen. A ena sidan handlar det om minskliga handlingar
som Subjekt och birare av fornimmelser, kianslor och tankar och
som objekt nir personen handlar. A andra sidan handlar det om
interna och externa handlingar som medieras via spraket i en situe-
rad kontext. Potentialen i dialogen och den 6msesidiga menings-
skiljaktigheten (reciprocity of differences) och smirre anpassning-
en (aftunement) ar det betydelsefulla (1992, s. 23).

Resonemanget gar tillbaka till Bakhtins teorier att vi delar ytt-
randen och olika sprik eller ord och diarmed dger vi inte dem eller
delar dem lika. Meningen i budskapet pdpekar Rommetveit (2003)
ar medierat av ord som ir inbiaddad i dialogic inter-acts. Det vill
sdga att: “the word is a two-sided act ... determined ... by whose
word it is and for whom it is meant” (s. 214). Som jag forstar two-
sided act ir de bida sidorna, 4 ena sidan talare/skribent och adres-
sat/ldsare, 4 andra sidan talare/skribent i en situerad forhandlings-
process for att nd forstdelse eller en 6verenskommelse eller inte.
Lahteenmiki (2005) anvander har termen use-theory of meaning
utifran Wittgensteins tolkning, eftersom meningspotentialen skapas
i en bestimd, social vardagspraktik:

To be more precise, meaning potentials are seen as being emer-
gent by nature, which means they can be conceived of as rules
which, on the one hand, functions as resources for social and
cultural practices and, on the other hand, are (re)created via

the actual rule-following behaviour (ibid. s. 93).

Markova (1992, s. 51 ff.) tolkar Rommetveits term meningspotential
med att den bestdr av ett system av tecken (Signs) och att potentia-
len realiseras bara i den omedelbara situationen dar spraket anvands
i verkligheten: ”Moreover, in Rommetveit’s theory of meaning, the
openness of a lexical item goes beyond the moment the utterance
ends. The speaker may “understand backwards” the meaning of what
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was said, transcending temporality and a sequential structure of
message” (ibid. s. 55).

Lokensgard Hoel (2001, s. 37) beskriver processen pa ett lik-
nande sitt, men betonar att meningen inte enbart ligger hos lasaren
eller i den skrivna texten, utan textens meningspotential forverkli-
gas forst ndr texten blir ldst eller anvinds pa andra sidtt. Hon pa-
pekar att mening uppstar som ett resultat av interaktionen mellan
skribent och lasare via en text, eftersom bdde skribent, text och li-
sare ingdr i ett socialt sammanhang som ar foremal for olika tolk-
ningar. Forstdelsen for den egna texten forhandlas och forandras
standigt av andras utkast, responserna och jamforelser med det
egna utkastet. Denna process mojliggor dirmed en 6kad medve-
tenhet om den egna texten.

Hagtvet Eriksen och Wold (2003, s. 190 ff.) lyfter fram dubbel-
tydligheten i studier av sprakliga meningsbetydelser med att ordens
struktur eller mening varken finns i talarens huvud eller i ett lexi-
kon, utan skapas i ett samspel:

Word meanings are thus neither in a speaker’s head nor in a
dictionary. They are established dialogically under the influence
of the situational context and the perspectives taken by the in-
terlocutors — constructed by the speaker and the listener in a
collaborative process, which means that both the speaker and
the listener have a share in them (ibid. s. 193).

Forfattarna asyftar att Rommetveit framst vill visa att det intersub-
jektiva mojliggors om de inblandade deltagarna striavar efter verk-
lig kontakt och forstdelse utifran samma utfallsrum: “How the
speaker (or writer) attunes to the attunement of the listener (or re-
ader), and vice versa, is the prototypical situation he has sought to
understand” (ibid. s. 196).

Som jag uppfattar begreppet meningspotential ar att det finns en
dynamisk spanning i en dialog mellan att forstd och gora sig for-
stadd i samspel med andra. Att skriva en text dr en tolkande och
kreativ aktivitet och dirmed inryms meningspotentialen i ett brett
utfallsrum. Detta utfallsrum i studenternas skriftliga, asynkrona di-
aloger i en specifik, situerad kontext ser jag utgors av alla de mojli-
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ga sdtten att forstd eller tolka det kurskolleger, forfattare, elever
och larare pa skolan talar, argumenterar eller skriver om.

4.3.7 Argumentmonstret

Ett tillimpat redskap som jag anvinder i min analys av nitbaserad
argumentation och konkretiserar i studie III 4r Toulmins™ argu-
ment pattern, som har akronymen TAP (1958). Hur ldsarna hante-
rar text och hur de anviander innehéllet i texter for att avgora vad
det finns for meningsinnehéll, eller kan innebara, ar viktigt i all
hogre utbildning, nitbaserat som ansikte mot ansikte. Enligt Norr-
ris och Phillips (2003) dr meningen i andras texter beroende av vil-
ka relevanta inneborder som finns hela vigen ner till de enskilda
orden. Det kraver ett aktivt skapande av nya overtygelser och kon-
textualiseringar, men ocksa att kunna dra slutsatser utifrdn skri-
bentens avsikter. Med andra ord beror lasforstaelsen av andras tex-
ter pa lasarens forkunskaper i amnet.

Den engelske filosofen och logikern Stephen Toulmin (1958, s.
94) beskriver ett arguments uppbyggnad utifrdn en universell ana-
lysmodell. Han ar influerad av den osterrikiske filosofen Ludvig
Wittgensteins senare vardagsspraksfilosofi om att "ett uttrycks
mening dr dess anvindning" (Nationalencyklopedin, 2009). Toul-
min har argumentets objekt i fokus. Han jamfor ett argument med
en organism; det har bade en fyllig, anatomisk struktur och en fi-
nare fysiologisk. Var och en av dessa objekt kommer att innehdlla
texter eller yttranden med vissa detaljer, vilket ar den storsta ana-
tomiska syntesen eller organet i ett argument. I de enskilda me-
ningarna eller i yttrandet kan en finare struktur urskiljas. Dessa
strukturenheter innefattar; ett argument, dess olika bestdndsdelar
och relationerna dem emellan. I slutindan ska giltigheten i argu-
mentet faststallas eller motbevisas.

Fragan dr hur jag kan beskriva objekten i ett argument, om jag
vill visa kallorna till dess giltighet? Nar studenterna ska forsta och
forklara argumenten i en kursuppgift och jamfora dem med andra
kallor, exempelvis andra ledarskapsfall och kurslitteratur som i
studie III, beskriver Toulmin (1958, s. 95 ff.) en argumentmodell
dar utgangspunkten ar tillvdgagangsséttet i det aktuella argumen-
tet. Toulmin pdpekar att det tar tid att formulera den forsta asikten
pa ett ouppklarat problem, till den slutliga overtygande slutsatsen.
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Hans rad ar att jag maste borja med att ga forsiktigt fram och kon-
centrera mig pa de ndrvarande fragorna utifrin en okomplicerad
genre och undvika de filosofiska, grubblande fradgorna. Detta kan
jag gora med att hdlla 6gonen pa tillimpade, logiska kategorier,
det vill sdga det empiriska, praktiska innehéllet i argumentationen.

Den forsta fragan ar: vilka dr objekten och hur kan jag gora
rattvisa at dem alla och se monstret i argumentationen? Som jag
ser det har vilgrundade argument i en akademisk kontext manga
olika funktioner. Det kan exempelvis innehalla pastienden, teori-
anknutna fakta, understodjande beligg och/eller motbevis, men
ocksd egna och andras erfarenheter och attityder om meningsinne-
héllets tillimplighet. Alla dessa forslag och 16sningar dr ett led i
larprocessen och relationerna mellan dem ar praktiskt viktiga beto-
nar Toulmin. Uppgiften dr att visa pa dessa data och gora ansprik
pa det ursprungliga pastdendet. Dessa funktioner kan enligt Toul-
min skrivas mycket kortfattat som i denna argumentmodell (ibid. s.
104):

D » So, Q, C
|
Since Unless
W R

On account of
B

Figur 1. Sammanstillning av Toulmins” argument pattern (Toulmin, 1958, p.
104)

Toulmin (1958, s. 98, 101, 103) illustrerar i denna figur argu-
mentmodellens sex objekt. Tre objekt dr obligatoriska och tre ar
mer frivilliga eller fakultativa eftersom de férekommer ofta, men
inte alltid. Jag har dven tagit hjdlp av Jorgensen och Onsberg
(2008) beskrivning av objekten i argumentmodellen for praktisk
och retorisk argumentation. Grundmodellen omfattar tre obligato-
riska objekt; C (claim, sv. pastaende), D (data, sv. grund) och W
(warrant sv. garant). Den utvidgade modellen omfattar tre mer fri-
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villiga objekt; Q (qualifier, sv. styrkemarkdr), R (rebuttal, sv. vill-
kor) och B (backing, sv. understéd).

Grundmodellens forsta obligatoriska objekt, pastdende (C), ar
en 6verordnad stindpunkt som har en relation till ndgot, exempel-
vis faststallande eller rattfirdigande av de normer eller viarden som
manniskor héller eller 6nskan om accept av pastadendet. Det andra
obligatoriska objektet, data (D), eller grund enligt Jorgensen och
Onsberg (2008), ar den information som pdastdendet bygger pa och
kan utgoras av tidigare forskning, personliga erfarenheter, sunt
fornuft eller uttalanden som anvinds som bevis till stod for pasta-
endet. Det tredje obligatoriska objektet, garant (W), ar explicita
eller implicita argument som forklarar relationen mellan data och
pastdendet, vanligtvis med orden darfor att eller eftersom (since).

Det forsta frivilliga objektet, styrkemarkdr (Q), anknyter till pa-
stdendet och anger graden av styrka i pastdendet med att anvinda
utmirkande kommentarer, exempelvis med orden formodligen,
kanske, alltsd eller sd (so). Det andra frivilliga objektet, villkor (R),
knyter an till styrkemarkoren (Q) med forklaringar eller omstin-
digheter som antingen motsdger pastidende, data eller garant eller
kvalificerar ett argument, exempelvis med orden om eller men (un-
less). Det tredje frivilliga objektet, understéd (B), kan kopplas di-
rekt till garant (W) med ofta implicita motiv till underliggande an-
tagande eller pastidende, exempelvis med orden darfor eller pa
grund av (on account of). Alla termerna i grundmodellen behovs
for att beskriva hela argumentets monster och for analysen av det
papekar Toulmin.

Emellertid visar inte Toulmins modell hur argumentets menings-
innehall forhaller sig implicit eller explicit till andra argument i en
kedja av yttranden. Den dialogiska interaktionen till andra pasta-
enden, data och garanter saknas och dirmed synliggorandet av ny
mening genom relationen mellan egna och andras ord som formas
av olika réster som Bakhtin beskriver. Darfor tillfor jag Bakhtins
(1981; 1986, 2004a & b) teoretiska ramverk for analysen av dia-
logiciteten i argumentmonstret for att kunna utforska de menings-
barande funktionerna och relationerna dem emellan, praktiskt som
dialogiskt. Jag ser det som att de olika objekten i argumentet star i
ett dialektiskt forhallande till ett bestaimt dialogiskt meningsinne-



hall. Darmed kan Bakhtins vidgade sprakbegrepp tydliggora rela-
tionen dem emellan.

Det dialogiska argumentménstret kan di betraktas som en
struktur och ett monster for hur ett argument formas, forhandlas
och befists av deltagarnas intertextualitet, dir den horisontella ax-
eln, argument och mottagare, och den vertikala axeln, meningsin-
nehdllet i svaren pd de autentiska ledarskapsfallen, sammanfaller
eller bryts mot varandra (Kristeva i Moi, 1986). Det kan exempel-
vis vara att anvianda sig av egna och andras roster, men att de dven
forstas i relation till varandra. Denna struktur kan ocksa ge studen-
ter vigledning i vad de ska lagga marke till i en mangtydlig argu-
mentation och pa sd vis fa mojlighet att utveckla sin forstaelse och
kunna fora vidare sina kunskaper och firdigheter. I nasta kapitel
konkretiseras denna kombinerade analys i utvalda excerpts.

4.3.8 Mellan "jag” och andra

I detta sista teoriavsnitt vill jag samla teorierna, begreppen och fo-
reteelserna som jag utgdr frdn och anviander som analysredskap
och konkretiserar i mina tre studier om pa vilket sitt och i vilken
utstrackning studenters nitbaserade skriftliga, asynkrona dialoger
bidrar till att utveckla deras kollektiva och individuella lirande. Det
har inte varit helt ldtt att komma fram till att anvianda dessa teori-
er, begrepp och tillimpningar, men efter att ha provat andra fors-
kares kategoriseringar och analysmetoder sdg jag denna moijlighet.
I nasta kapitel 5 Metod beskriver jag utforligt hur jag har gatt till-
vaga.

Dialogutbyte och kollektiva samspel ar centrala foreteelser i av-
handlingen och i bade sociokulturell teori och Bakhtins teoretiska
ramverk om dialoger. Det vill siga hur individer och grupper
gemensamt konstruerar mening om begrepp och foreteelser, eller
delar av dem. Dessa teorier tillimpar jag i studierna med att ut-
veckla egna teoretiska och praktiska dialogmonster. 1 den forsta
studien anvinder jag Bakhtins dialogbegrepp och tolkningen av
Rommetveit. I den andra studien anvander jag Bakhtins sprakbe-
grepp for att kunna urskilja hur meningsinnehéllet och rosterna re-
lateras till andra texter. I den tredje studien kombinerar jag Bakh-
tins sprakbegrepp och Toulmins argumentmodell. T tre studier
konkretiseras dessa diskurser genom att analysera utvalda excerpts
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med studenters argumentering och responsgivning for att kunna
urskilja, identifiera och beskriva potentialen i olika meningserbju-
danden som formats av olika roster samt tillvigagangssitten i olika
argument och de praktiska och dialogiska relationerna dem emel-
lan.

I avhandlingens teoretiska ram har jag beskrivit de begrepp, den
struktur och de monster pd hur argumentering och responsgivning
kan formas, forhandlas och befistas i en nitbaserad kontext. Det
jag erfarit ar att det finns teoretiska och praktiska skillnader, men
ocksd likheter. Skillnaden mellan Bakhtins dialogbegrepp och
Toulmins argumentmodell ar att Bakhtin utgar fran dialogiska re-
lationer mellan subjekt och objekt, savil bland fenomen och or-
sakssamband, som mellan individers yttranden och kanslor (1986,
2004a, s. 138):

1. Relations among objects, among things, among physi-
cal phenomena, causal relations, mathematical rela-
tions, logical relations, linguistic relations, and so
forth.

2. Relations between subject and object.

3. Relations among subjects — individual, personal rela-
tions: dialogic relations among utterances, ethical rela-
tions, and so forth. This also includes all kinds of per-
sonified semantic ties. Relations among conscious-
nesses, truths, mutual influences, apprenticeship, love,
hate, falsehood, friendship, respect, reverence, trust,
mistrust, and so forth.

Textskapandet jamfor Bakhtin (ibid.) med personens medvetande
som dr insvept i andras medvetande, med barnets kropp som bildas
i mammans kropp. Likheter finns mellan savial muntliga eller
skriftliga yttranden, som mellan enkla och komplexa genrer, efter-
som de ar individuella papekar Bakhtin (1986, 2004b, s. 63). Dir-
for aterspeglas talarens eller skribentens egenarter pa olika sitt i
deras yttranden. Forst senare i livet anvdands exempelvis allminna
neutrala ord och kategorier. Det vill siga texten besitter en indivi-
duell stil. Men inte alla genrer speglar individens meningsinnehall i
ett yttrande lika utmanande eller kritiskt granskande, vilket kravs
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som jag ser det i en akademisk kontext. Genren ar beroende av den
personliga definitionen, oavsett jag (I) och andra (other).

Om jag jamfor skillnader och likheter mellan Bakhtins ramverk
och Toulmins argumentmodell (1958) utgar Toulmins argument-
modell fran praktiska relationer eller tillvigagingssittet niar objek-
ten formuleras i argumentet. Det vill siga handlingsutrymmet mel-
lan pastdenden, fakta och understod, dar tillampligheten i argu-
mentet mer eller mindre bekriftas och/eller motbevisas. Jag ska il-
lustrera detta handlingsutrymme mellan savil objekten, som mel-
lan subjekt och objekt, med ett excerpt fran min empiri dar tva
studenter argumenterar om ett autentiskt fall om en elev som var
sjukanmild och hade setts av en annan ldrare i staden under efter-
middagen (namnen ir fingerade). Nar eleven chattar med kompi-
sarna dagen efter far hon veta att lararen berattat for klassen att en
annan ldrare hade sett henne och att det nu ryktas pa skolan att
hon skolkat. Klasslararen hade ocksa skickat ett mail till foraldrar-
na med konkreta pdpekanden om deras ansvar som foraldrar.

Kim skriver:

[...] Det forsta som jag tinker pd ar att liraren agerar mot sina
yrkesetiska regler som star pd sidan 197 i Lararens handbok.
Dir stdr att Lararen forbinder sig att i sin yrkesutévning "verka
for att uppritthalla fortroendefulla relationer med eleverna och
med deras forildrar/vardnadshavare och vara lyhorda for deras
synpunkter". Detta fall 4r inte ett exempel pd att uppritthalla
fortroendefulla relationer. [...]

John svarar:

Dir vad det ja, tack Kim. Lararens yrkesetik. sidan 197 i Lira-
rens handbok: "vara varsam med information om eleverna och
ej vidarebefordra information som mottagits i tjansten om det
inte dr nodvandigt for elevens basta". Jag anser ocksa att lara-
ren brutit mot en hel del av de andra yrkesetiska punkterna som

star dar.
Om jag foljer Toulmins argumentmodell (1958) finns i Kims inlidgg

pastaendet (claim) om att lararens handlande strider mot de yrkes-
etiska reglerna. Pastdendet bygger pa fakta (data) fran litteraturen
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och understods (backing) av Kims motiv att lararens agerande bris-
ter. Garanten (warrant) i inlagget ar explicit eftersom Kim forkla-
rar betydelsen av att uppritthilla fortroendefulla relationer med
elever och forildrar. I Johns svar bekriftar (qualifier) han Kim for
litteraturhanvisningen och villkorar (rebuttal) hans pastiende med
att knyta an till fler yrkesetiska regler.

Om vi tittar pd samma excerpt ovan, visar inte argumentmonst-
ret dialogiciteten, att potentialen skapas i Kims och Johns me-
ningsutbyte mellan deras egna och andras ord, formade av olika
roster (Bakhtin, 1981; 1986, 2004a & b). Kims péstdende att lara-
rens agerande brister i att uppratthdlla fortroendefulla relationer
med elever och forildrar dr exempel pd hans egna ord som appro-
prierats av andras ord fran litteraturen och i fallbeskrivningen.
Meningsutbytet dr dirmed fyllt av ekon frdn andras roster, det vill
saga dialogiska oOvertoner (dialogic overtones). Att liraren har
brustit mot fler yrkesetiska regler har mer generell karaktar och in-
nehdller dirmed neutrala ord. 1T denna individuella och kollektiva
aktivitet blir studenterna bade deldgare och medférfattare i en
gemensam berattelse (Rommetveit, 1992; 2003). Och de blir med-
aktorer i en gemensam larprocess.

P4 detta sitt har jag med hjilp av Bakhtins vidgade sprikbe-
grepp, medieringsbegreppet och samarbetsperspektivet fran socio-
kulturell teori samt Toulmins argumentmonster forsokt urskilja,
identifiera och beskriva i vilken utstrackning ny mening genereras
av och mellan studenterna i en nitbaserad kontext. Studenterna
kan exempelvis visa att de har en forestillning om vad det ar de
skriver om, argumenterar om och ger respons pd, pa ett nytt eller
annat sitt i samspel med andra. Som i ovanstidende excerpt har
studenterna Kim och John borjat granskat egna och andras pasta-
enden, fakta och motbevis pa ett provande sitt och de forsoker
vrida och vidnda p3d meningsinnehdllet och se det fran olika syn-
vinklar.

Bakhtin (1981, s. 262) lyfter fram att varje epok, profession, in-
stitution, dldersklass eller skolklass har sitt eget sociala/kollektiva
sprak med olika varden och meningar. Han ser en bestindsdel av
inspiration i all kommunikation, eftersom den alltid tillfér nagot
nytt, men kommunikationen ir aldrig originell till sitt ursprung.
Bakhtin ser att potentialskillnaden mellan olika yttranden ar det
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dynamiska elementet i dialogen. Denna spanning eller kamp mellan
olika perspektiv ser jag skapar nya mojligheter for tolkning och re-
flektion hos bade meddelaren (dgaren) och mottagaren (adressa-
ten), dven om inget sdgs eller skrivs. For det 4r i motet och span-
ningen mellan olika meningsinnehall i argument och responser, el-
ler i passagen genom "speech zone", som dessa subjekt och objekt
bryts mot varandra och pa sd vis kan ny mening och nya perspek-
tiv genereras.

I avhandlingen anvinder jag ny mening synonymt med larande.
D4 menar jag inte mening i alla dess skepnader och former, utan
mening som innefattar att studenterna bade har en asikt om nagot
och forsoker forstd meningsinnehdllet i argument, responser och
diskussioner, for att kunna kritiskt granska, beldgga och virdera
dem. Jag utgdr fran att den monologiska, auktoritativa diskursen
férmedlar mening och att den dialogiska, 6vertygande diskursen
gor det mojligt att generera ny mening (Bakhtin, 1981; 1986,
2004a: 1986, 2004b; Lotman, 1988). Lotman pekar pa att det dia-
logiska samspelet mellan texter, inte bara verbala, utan allt som ar
meningsbarande mellan olika deltagare har funktionell dualism.
Han menar att de flesta texter och yttranden dr antingen enstim-
migt eller monologiskt formedlande eller dialogiska tankeredskap
(thinking device), eller bade och, ofta med en spanning mellan
dem. Den dynamiska spanningen mellan olika dialoger och att for-
std och gora sig forstadd i samspel med andra bidrar till att genere-
ra ny mening.

Men det finns nyansskillnader i synen pa hur ny mening uppstar.
I sociokulturell teori kopplar Vygotskij (1978) ldrandet till utveck-
ling inom den nirmaste utvecklingszonen och att minniskans
kommunikativa formaga ar det viktigaste medierande redskapet.
Det vill siga nar manniskor agerar, tinker och riaknar ut saker gor
de det med och i olika symbolsystem, for det mesta verbalt eller
skriftligt. Wertsch (1998) betonar mer manniskans handlingar (ac-
tions) eller gbérande och att redskapen har sitt ursprung i soci-
al/kollektiv interaktion. Samspel och samarbete ar darmed helt av-
gorande for att generera ny mening.

Den medierande handlingen ar ofta flerfaldig och involverar
ibland dven konflikt. De sociala rum som individen ingér i paver-
kar larprocessen genom de yttre handlingarna i samverkan med
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andra, som sedan ombildas pa ett inre plan, tinkandet. Wertsch
(1991) tar sin utgdngspunkt fran Bakhtins teorier om dialoger nir
han pépekar att generera ny mening ar en aktiv process som forst
kan uppsta nir tva eller flera roster mots: ”[...] meaning can come
into existence only when two or more voices come into contact:
when the voice of a listener responds to the voice of a speaker.”
(1991, s. 52).

Holguist (1990, 2002, s. 18) karaktariserar Bakhtins teorier om
dialoger med termen ”mediation on knowledge”. Detta mot bak-
grund av att Bakhtin (1981, s. 282) betonar att dialogfunktionen
har en avgorande roll i lirprocessen. Bakhtin framhaller att en-
viagskommunikation eller monolog inte frimjar forstelse — forsta-
else kraver alltid ndgon form av respons, gensvar eller dialogiskt
utbyte. Respons kan innebira ett konkret och avsiktligt, explicit
svar frdn mottagaren eller en oavsiktlig, implicit reaktion, men for-
staelsen dr alltid beroende av att mottagaren aktivt tillmotesgar
med ndgon form av avsiktligt, explicit yttrande. Ett exempel pa re-
spons och gensvar dr detta excerpt ur min empiri mellan tva stu-
denter.

Martin undrar:

Jag vet att detta ar ditt omrade, sd jag var lite nyfiken pa hur du
skulle tolka denna rapport [...] Men jag saknar din personliga
tolkning och reaktion pa rapporten.

Eva svarar:
Kul att du, Martin reagerade pd att jag inte var sd personlig i
min text, jag tar till mig din kritik!

Martins kamratstod (peer support) i responsen och agerande som
kamrathandledare (peer scaffolding) vigleder Eva att skriva mer
konkret och personligt. Han blir medaktér i ett gemensamt skri-
vande med Eva. Bakhtin (1981) betonar att ny mening genereras i
social och dialogisk interaktion mellan méanniskor. Han utgar fran
att yttrandet kan omfatta allt fran ett muntligt svar pa nagons till-
tal, till en skriftlig respons pa en text, en artikel, en roman, en fore-
lasning eller vetenskaplig avhandling. Han framhdller dirmed att
de sprikgemenskaper vi tillhor inverkar pa vart sitt att tdanka,
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handla och uttrycka oss. Och pa den mening vi skapar tillsammans
med andra. Darmed kopplas forstdelse och respons ihop, de ar for-
bundna med varandra - det ena dr omojligt att forstd utan det
andra: ”Understanding comes to fruition only in the response. Un-
derstanding and response are dialectically merged and mutually
condition each other; one is impossible without the other” (1981,
s. 282).

Som jag uppfattar Bakhtins spraklogik ar dialogen en startpunkt
for respons, dir meningsfull forindring av tidigare uttalande ar in-
volverat. Bakhtin slar fast att: ”Sooner or later what is heard and
actively understood will find its response in the subsequent speech
or behaviour of the listener” (1986, 2004b, s. 69). Det ar i detta
dialektiska, omsesidiga forhdllande som jag ser att ny mening och
lirande uppstar. Det dialogiska samspelet inriktar sig dels pa fore-
gdende yttranden i en bestimd kommunikationsgemenskap och
dels pa kommande svar. Darmed ar det sociala och dialogiska sam-
spelet lika mycket beroende av meddelaren som mottagaren och
fungerar som det kreativa elementet, bade pa det individuella pla-
net och pa samhillsplanet.

Det dialogiska samspelt beskriver Lokensgard Hoel (2001, s. 51)
som att ha kidnsla for mottagarens perspektiv. Det forutsitter att
den som skriver pendlar mellan att tolka sin egen text genom att ta
reda pd om den Overstimmer med de egna intentionerna och daref-
ter kunna bedoma texten utifrdn de tinkta ldsarnas 6gon. Denna
pendling menar hon alltid dger rum i en tolkad kontext, eftersom
bade skribent, text och ldsare ingér i ett socialt ssmmanhang. Hon
ser darfor vardefulla aspekter i responsgruppers arbete, darfor att
deltagarna far inblick i och kunskap om skrivande och uppticker
att det finns manga vigar fram till en text. Lokensgard Hoel an-
vander har begreppet metasprak och betonar att denna process
forutsatter att deltagarna har ett visst matt av text- och bedom-
ningskompetens, men ocksd att de kan ge respons med storre kon-
kretion och precision pad redan definierade problem, men ocksa
konstruera, skapa och hitta nya.

I en annan studie visar Lokensgard Hoel (2003, s. 287 ff.) att
elevernas skriftliga responsgivning till andras utkast var den mest
kravande skrivuppgiften som eleverna kunde fa. Rollbytena mellan
att skifta tolkningsposition, reorganisera kunskap och formulera
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sig sd att samtalspartnern forstdr, innebar att skapa ny mening. Ig-
land och Dysthe (2003, s. 99 ff.) skildrar mening som en dialogisk
relation mellan gammalt och nytt. Mening ar inte ndgot som finns i
individens medvetande eller skapas individuellt, utan det skapas av
kontrahenter som samverkar i en bestimd kontext och far liv av
olika samspelande roster. De som samtalar eller kommunicerar
med hjdlp av skrift och andra medier samarbetar i skapandet och
aterskapandet av ny mening.

I denna larprocess ser jag att de medierande redskapen; potentia-
len i olika meningserbjudanden och relationerna mellan dialog- och
argumentmonstret, mojliggor att ny mening och lirande utvecklas.
Det vill siga ny mening genereras dar det finns en potentialskillnad
eller spanning och relation mellan objekten i argumentet och mel-
lan subjekt och objekt i de nitbaserade texthandlingarna med dess
meningsinnehall som formats av olika roster. Utgdngspunkten dr
att hiaften av meningen i yttrandet dr ndgon annans och blir forst
de egna nir de approprierats med de egna intentionerna och det
egna kunnandet (Bakhtin, 1981). Hir ingar studenters texthand-
lingar eller gorande genom deras skriftliga, asynkrona dialoger
(Wertsch, 1998), som kan tydliggora skillnaden eller utvecklings-
zonen mellan det studenterna redan kan och vad de kan prestera
med stod fran andra (Vygotsky, 1978).

I en sidan intertextualitet bryts studenternas roster i deras ytt-
randen mot varandra av spinningen i skillnaden mellan subjekt
och objekt. Mer specifikt blir mening ett dubbelt resultat av span-
ningen i skillnaden mellan jag och andra. Dels blir mening ett re-
sultat av relationen mellan jag och andra ord och roster utifran ett
Bakhtinianskt perspektiv. Dels blir mening ett resultat av det kol-
laborativa foretagandet i de gemensamma aktiviteterna och med
olika typer av interaktion utifrdn ett sociokulturellt perspektiv. Om
och i sd fall hur denna perspektivbrytning mellan jag och andra”,
med individuell och kollektiv argumentering och responsgivning,
bidrar till att studenterna konstruerar och omkonstruerar en
gemensam mening om begrepp och foreteelser eller delar av den
vill jag undersoka narmare.
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5. METOD OCH GENOMFORANDE

5.1 Metod
Denna avhandling bestér av tre studier om nitbaserade studentdia-
loger med argumentering och responsgivning for larande, vars syfte
var att undersoka pa vilket sitt och i vilken utstrackning studenter
anvinder skriftliga, asynkrona dialoger for utveckling av kollektivt
och individuellt lirande. Det vill siga urskilja, identifiera och be-
skriva potentialen och rosterna i olika meningserbjudanden i re-
sponser och diskussioner samt relationerna mellan dialogens roster
och det praktiska tillvigagangssittet i olika argument som medie-
rande redskap for sitt och andras lirande i samspel med andra pa
natet. Syftet var ocksa att finna struktur och monster pa hur argu-
mentering och responsgivning kan formas, forhandlas och befastas
i en nitbaserad kontext. Jag valde darfor att tillféra Bakhtins teo-
retiska ramverk om dialoger till sociokulturell teori och Toulmins
praktiska argumentmodell. T min teoretiska ram har jag redogjort
for de teorier, begrepp och foreteelser studien ror sig med.
Metodmassigt har jag valt att anvianda tre analytiska redskap.
For det forsta ett dialogiskt redskap utifrin Bakhtins (1981; 1986,
2004a & b) teoretiska ramverk om hur dialogens potential och
roster, som formats i texthandlingarna, medvetandegér meningen i
dem. For det andra ett medierande redskap utifrin sociokulturell
teori om hur mediering, att bemastra “mastery” eller 6verta och
appropriera eller tilligna sig, mojliggor att gora nagot till sitt eget
genom sociala och dialogiska interaktioner (Bakhtin, 1981;
Wertsch, 1998) och hur denna process kan synliggora skillnaden
eller utvecklingszonen mellan det studenterna redan kan och vad
de kan prestera med stod fran andra studenter i en nitbaserad, si-
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tuerad kontext (Vygotsky, 1978; 1988; Wertsch, 1991; 1998;
2007). For det tredje Toulmins argumentmodell (1958) som ett
praktiskt redskap for att kunna urskilja objekten och tillviaga-
gangssattet i studenters skriftliga, asynkrona argument.

5.1.1 Metodologiska évervaganden

Bakhtins (1981; 1986, 2004a & b) texter ar ofta mangtydiga och
innehéller olika begrepp och termer som latt kan forvixlas, efter-
som de dr mer eller mindre synonyma eller tolkade och anvinda
med olika inneborder. Dessutom saknas i Bakhtins texter tydliga
konkretiseringar av begreppen och hur de kan anvindas. Detta ser
jag har bidragit till att Bakhtin har manga uttolkare, till exempel
inom diskursteori. Kanske det ar darfor det finns brist pa studier
som anvant sig av Bakhtins begrepp for att analysera, identifiera
och beskriva dialogisk interaktion. Istdllet for att anvinda Bakhtins
ursprungliga termer, sorteras dialogerna i antingen av andra forska-
res fordefinierade kategorier eller i egna generellt skapade termer.

Exempelvis kategoriserade Dysthe (2002) inldggen efter om de
var monologiska (univocal) eller dialogiska (dialogic) eller bade och
(univocal/dialogic). Wennergren (2006) delade in inldggen efter om
de var sociala, erfarenhets- eller responsbaserade. Ferreday et al.
(2006) utgar fran Bakhtin och diskursanalys nir de visar hur skol-
ledare tranar sitt ledarskap pa nitet genom att forhandla om olika
meningsskiljaktigheter, 6ppenhet och konstillhorighet. En uppfol-
jande studie av Jones et al. (2008) foljer liknande monster nir de
visar att skolledarnas dialogiska utbyte har betydelse for att utveck-
la social samhorighet. T bada dessa studier skedde utbytet mellan
skolledarna pa frivillig vag, vilket flera andra studier visar ar ett
vanligt tillvigagangssitt i natbaserad undervisning (ex. Aviv, Zippy,
Gilard & Aviva, 2003; Garrison & Arbaugh, 2007; Schoonenbo-
om, 2008).

Som jag dven beskrivit i min teoretiska ram finns en lang tradi-
tion i att studera manniskors sociala/kollektiva och kulturel-
la/bildande interaktioner utifran den individuella och monologiska
dialogen. Enligt Linell (1998, 2001) tenderar denna tradition att
endast beskriva dialogens meningsinnehdll utifrdn talarens eller
skribentens kommunikativa syften och lyssnarens eller lasarens
uppdrag att ta till sig dessa intentioner. Linell beskriver detta per-
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spektiv som ett kommunikativt ”fransfer-and-exchange model of
communication ” (s. 91 ff.). Han menar att det finns en risk att ytt-
randen forstds som individuellt skapade och dirmed ignoreras den
ursprungliga sociala/kollektiva och kulturella/bildande dialogen
som exempelvis beskrivs av Bakhtin (1981; 1986, 2004a & b) och
Rommetveit (1992; 2003).

Det jag ocksa finner ar visentligt att ta intryck av d4r Matusovs
(2007) kritiska granskning om Bakhtins teorier anviands med ve-
tenskaplig noggrannhet eller om de dr missvisande. Han hanvisar
till David Stepherd och Caryl Emerson som menar att manga be-
grepp aterkommer som populdra citat med tomma ord bakom och
lite anknytning till Bakhtins grundlaggande teorier. Matusov kon-
staterar att det finns fallgropar, men betonar att Bakhtins rostbe-
grepp kan bli anvindbart i pedagogisk forskning: My primary
contention here, however, is that Bakhtin’s original conception of
voice could potentially be quite useful to educational research and
theory” (ibid. s. 228).

Fragan jag inledningsvis stillde var: hur och pa vilket sitt an-
vander studenterna de skriftliga, asynkrona dialogerna for sitt och
andras larande, det vill siga egna och andras texters meningsinne-
hall? T min analys och tolkning av potentialen, rosterna och argu-
mentmonstret i skriftliga, asynkrona dialoger har jag tagit intryck
av Linell (2003a) som anser att dialogiska analyser kan tillimpas i
flera kontexter som i ”written texts (production and consumption),
Internet-and-computer-mediated communication, the use of arti-
facts, and so forth” (s. 220). Men han betonar att den skriftliga in-
teraktionen (skriftliga texter och dokument) for in andra dialogiska
forhdllanden, hinder och mojligheter. Han anser att det finns en
skillnad mellan “talk-in-interaction” ansikte mot ansikte och att
skriva och ldsa en text bland olika genrer. Linell (1998, 2001, s.
269) papekar att skriftlig interaktion darfor maste noggrant be-
skrivas och forklaras teoretiskt som empiriskt.

Jag har ocksa tagit intryck av Nystrand (1992) som har jamfort
social konstruktionism utifrdn Fish och Rorty och social interaktio-
nism utifrdn Bakhtins och Rommetveits teorier om dialoger.
Nystrand framhaller att analyser av skriven text i social interaktio-
nism ska fokusera mer pa individens typiska multisprak (heteroglos-
sic) utifrdn hur det skapats och omskapats av olika samtidiga, socia-
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la sprakdiskurser, typer och genrer i en interaktiv process. ”Social
interactionism starts from the premise that discourse is ordinarily he-
teroglossic, involving stratification, diversity and randomness™ (ibid.
s. 164). Han poingterar vidare att nar skriven kommunikation stu-
deras i en social, interaktiv process och skribent och lisare gemen-
samt har paverkat varandras aktuella texter, ska texten forstas som
ett ursprungligt element i en komplex psykosocial utjamning av skri-
ven kommunikation (ibid. s. 171). Som jag uppfattar det mojliggor
den sociala interaktionen att studenterna blir medaktérer i och med
att de blir bade deliagare (shareholder) och medforfattare (co
author) i en gemensam berittelse (Rommetveit, 2003, s. 216).

5.1.2 Urval av studenter och excerpts

I studie I och II ingédr 40 lararstuderande som deltog i tva respekti-
ve tre natbaserade hogskolekurser under 40 respektive 60 veckor
pa halvfart distans fran hostterminen 2005 till och med vartermi-
nen 2006 respektive hostterminen 2006 for att bli behoriga larare.
Av de 40 lirarstudenterna hade 23 yrkesbakgrund (57,5 % - 13
kvinnor och 10 midn med inriktning mot tolv olika yrkesimnen)
och 17 hade akademisk bakgrund (42,5 % - 9 kvinnor och 8 man
med inriktning mot tolv olika dmnen for grundskolans senare ar
och/eller gymnasieskolan). Gruppen bestar av 22 kvinnor (55 %)
och 18 min (45 %). Bredvid studierna arbetade studenterna som
obehoriga larare i sina dmnen i grundskolans senare ar eller gym-
nasiet. Majoriteten av dem har arbetat som obehoriga lirare mel-
lan ett till fem 4r (81 %) och en femtedel av dem i mer 4n fem ar
(19 %). I studie III ingér 30 lirarstuderande som deltog i en nitba-
serad hogskolekurs under tio veckor pa helfart distans under host-
terminen 2008. Gruppen bestdr av 19 kvinnor (63 %) och 11 min
(37 %). Samtliga studenter har akademisk bakgrund med inrikt-
ning mot sex olika dmnesomrdden for grundskolans senare &r
och/eller gymnasieskolan eller mot nio olika gymnasieprogram.

I studie I ingér fyra kursuppgifter under de tvd hogskolekurser-
na; 1. Lararuppdraget och 2. Liarande och utveckling. I studie II in-
gar sju kursuppgifter fran de tre hogskolekurserna; 1. Lararupp-
draget, 2. Larande och utveckling och 4. Skolutveckling. Samtliga
kurser ingick i det allmanna utbildningsomradet (AUO) i lararut-
bildningen. I kurs 3 Didaktisk fordjupning andrades grupperingar-
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na fran sju mixade grupper till fem dmnesvisa grupper och denna
kurs utgick darfor ur studien. I studie III ingar en kursuppgift fran
hogskolekurs 1. Lararuppdraget om skolans ledarskap.

Studenterna var indelade i grupper pa fem till sju studenter med
olika kon och dmnesinriktningar. I studie I och II var de adven
blandade med olika yrkesbakgrund och akademisk bakgrund. I
studie I och II fullfoljde inte alla studenterna i tva grupper kurs-
uppgifterna under kursens tidsram och i en grupp hade en av stu-
denterna tidigare ldst en av kurserna. Av de kvarstdende fyra grup-
perna i studie I och II fann jag en grupp mest genomsnittlig, efter-
som sd manga variabler som mojligt var typiska eller representati-
va: a) gruppen bestod av tre kvinnor och tre min, b) hilften av
studenterna hade akademisk bakgrund och hilften yrkesbakgrund,
c) alla hade ett till tva drs yrkeserfarenhet som obehoriga larare, d)
kommunikationen mellan studenterna inneholl ett jamboérdigt dia-
logiskt utbyte. Med jambordigt utbyte avser jag att alla studenter
gor sin rost hord och deltar med samma 6ppenhet och aktivitets-
grad.

Studier visar namligen att deltagare med hog aktivitetsgrad ut-
vecklar hogre status, vilket kan leda till att det skapas en grupp-
norm for vilka som ska skriva mer dn andra (Wennergren, 2006).
Denna utveckling av utanforskap och dominans sig jag tydligt i en
av de fyra kvarvarande grupperna, dirfor valdes dven denna grupp
bort. Aven fenomenet lurking, som Henri (i Dysthe, 2002) beskri-
ver att det finns en larpotential i, genom att studenter ldser vad
andra skrivit, trots att de inte svarar eller pa annat satt bidrar till
meningsutbytet, sdg jag ocksa tydligt i en annan grupp. Andra stu-
dier pekar ocksa pa divergerande resultat gillande kon och talut-
rymme. A ena sidan att kvinnor i hégre utstrickning kommer till
tals i en nitbaserad lirgemenskap (Winnman, 2002). A andra si-
dan att kvinnor tystnar i manligt dominerande grupper, speciellt
kvinnor med utlindsk bakgrund (Johnsson, 2009).

Urvalet av excerpts i studie I (N=189) gjordes efter den forsta
oversiktliga analysen av sju studentgruppers 919 skriftliga, asyn-
krona dialoger fran fyra kursuppgifter i de tva forsta hogskolekur-
serna. I studie II gjordes urvalet av excerpts (N=2635) efter den in-
ledande kategoriseringen av 759 skriftliga, asynkrona dialoger av
totalt 1 409 mellan studenterna fran sju kursuppgifter i de tre hog-
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skolekurserna; 1, 2 och 4. Syftet var att textanalysen ska kunna
foljas systematiskt over tid mellan samma studenter och med full
transparens och 6ppenhet for lasaren (Gustafsson, Hermerén & Pe-
tersson, 2005). I tabell 1 och 2 beskrivs fordelningen av inlaggen i

studierna och hur de anvints.

Tabell 1. Totala antalet skriftliga, asynkrona inldgg i studie I och studie II i

den nitbaserade largemenskapen. *Kurs 3 ingér inte i studien.

Kurs 1 | Kurs 2 | Studie I | Kurs 3 | Kurs 4 | Studie IT

Antal inldgg 814 595 1409 *754 | 659 2 068
Oversiktlig 430 489 919 0 648 1567
analys

Kategoriserade 350 409 0 0 0 759
inldgg

Selektiv analys 71 118 0 0 76 265
Utelimnade 384 106 490 0 11 501
inlagg

Tabell 2. Totala antalet skriftliga, asynkrona argument i studie III i den nitba-

serade lirgemenskapen.

Grupp Grupp Grupp Grupp Grupp Totalt
A B C D D
Antal 7 5 6 6 6 30
studenter
Antal 77 70 109 48 58 362
argument
Selektiv 63 61 58 34 37 253
analys

Eftersom jag valde att folja en grupp av studenter i studie I och II

ingdr darfor inte kurs 3 i studien, liksom den forsta kursuppgiften i
kurs 1 som hade social karaktdr och syftade till att studenterna
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skulle lyfta fram de erfarenheter, uppfattningar och forvantningar
de hade pa lararutbildningen och ldrarrollen, dels att de skulle lara
kdnna varandra i gruppen samt de sista kursuppgifterna i kurs 1, 2
och 4 som redovisades bade skriftligt och muntligt vid kursavslut-
ningen samt en gruppvis uppgift i kurs 4. I studie III valde jag att
inte folja en specifik grupp av studenter, utan urvalet av excerpts
gjordes fran alla grupperna for att kunna beskriva kvaliteten i olika
skriftliga, asynkrona argument och vilka monster som vixte fram
under analysen av dem och relationerna dem emellan. Tva av stu-
denterna i grupp B fullgjorde inte kursuppgiften under kursens
tidsram och ingdr darfor inte i studien (se tabell 2).

Jag har i samtliga tre studier valt att inte ange vilka 2zmnen stu-
denterna undervisar i eller vilken bakgrund de har eftersom av-
handlingen fokuserar pa vilket sdtt och i vilken utstrackning stu-
denters texthandlingar ger for konsekvenser nar de anviander po-
tentialen, rosterna och tillvigagdngssitten i olika argument och re-
sponser som medierande redskap for sitt och andras lirande i sam-
verkan med andra studenter.

5.1.3 Arbetsgang
Kursinnehallet i samtliga hogskolekurser som ingar i de tre studi-
erna utgdr fran kursens lirandemal och omfattades av det allmin-
na utbildningsomradet (AUO) om lararuppdraget, lirande och ut-
veckling samt skolutveckling. Kursinnehéllet innefattade inte en in-
troduktion till Bakhtins teoretiska ramverk om dialoger eller
Toulmins argumentmodell. Varje kurs i Lararutbildning 90 hp
hade hogskoleforlagda dagar inlagda. Dessa sammankomster
skedde i borjan och i slutet av varje kurs med tvé till tre inledande
dagar i borjan av kursen samt en dag i slutet av kursen med bade
skriftliga och muntliga redovisningar av kursens sista uppgift. De
inledande dagarna innehéll en introduktion till kursen samt semi-
narier och foreldasningar utifran kursens larandemal.
Datainsamlingen bestdr totalt av 70 studenters asynkrona, indi-
viduella svar pa fyra kursuppgifter i studie I (N=1 409), sju kurs-
uppgifter i studie II (N=2 068) och en kursuppgift i studie III
(N=362) som examinerades i den nitbaserade lirgemenskapen med
den gruppvisa responsgivningen, argumenteringen och diskussio-
nerna. Varje student arbetade sjalvstindigt med kursuppgifterna i
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en ndtbaserad lirgemenskap. Efter att studenterna lagt in sina egna
svar pa kursuppgifterna, granskade de och gav respons pa eller ar-
gumenterade om den egna gruppens individuella svar och startade
diskussionen. Inlimningen av kursuppgifterna, responsgivningen
och argumenteringen skedde under anvisad tidsram.

Som stéd och struktur for responsgivningen hade studenterna
kurslitteratur av Dysthe, Hertzberg och Lekensgard Hoel (2002)
som ger foljande huvudriktlinjer (s. 130 ff.):

e Vid genomlisning av texten koncentrera dig forst pd att finga
textens fokus eller syfte.

e  Markerar det som du tycker ar bra. Notera ocksd det som ar
oklart formulerat.

e Formulera kortfattat med egna ord vad du anser vara det vik-
tigaste.

e  Skriv ner nagra fragor, be om preciseringar och klargorande
t.ex. Jag kdnner igen/kdnner inte igen...? Jag reagerar pa
att...? Hur menar du att...? Betyder det att...? Som jag uppfat-
tar det, sd innebar det att...?

e Kom med motforslag, alternativa losningar och/eller rad och
problematisera utifran litteratur och teorier.

e Svara pd eventuella fragor som skribenten vill ha respons pa.

Som stod och struktur for argumenteringen kunde studenterna
utgd fran foljande fragor som var sammanstillda av lararlaget:

Kénner du igen eller avviker hiandelsen?

Hur skulle du ha gjort?

Var siger skolans styrdokument och de juridiska spelreglerna?
Ser du nagra alternativa losningar?

Vad reagerar du pa gillande grupprocessen och ledarskapet?
Har du egen erfarenhet som du kan utgd fran?

Vad sager forfattarna i anvisad litteratur och aktuella rappor-
ter?

I studie I och II ingick jag som en av sju larare i arbetslaget kring
studenterna under de fyra kurserna, men uppliagget av kursinnehal-
let var redan faststillt och de tva forsta kurserna var genomforda
ndr mina studier padborjades. Pa sd vis kunde jag inta rollen som
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oberoende forskare, utan att riskera att paverka eller ha inflytande
over kursuppligget och dialogutbytet. I studie IIT ingick jag som en
av tre larare i arbetslaget kring studenterna under kursen, men jag
var inte involverad som handledare eller bedomare av kursuppgif-
ten om skolans ledarskap. Samtliga kurser var avslutade nir stu-
denterna tillfrigades via e-post om att f4 anvdnda deras “frusna
dialoger” i forskningssyfte. Ingen av studenterna avbojde att delta.

5.2 Analys och tolkning

Totalt analyserades och tolkades 1 012 skriftliga, asynkrona dialo-
ger (42 %) av totalt 2 430, varav deskriptiv (42 %) och selektivt
(29 %). T kapitel 6 redogor jag mer detaljerat for hur jag analyse-
rade och tolkade potentialen i skriftliga, asynkrona dialoger
(N=189) i studie I, i kapitel 7 hur jag deskriptivt och selektivt ana-
lyserade om meningsinnehallet i responserna (N=759) var dmnesin-
riktat eller inte och av dem vilka réster som kunde urskiljas i en
grupps skriftliga, asynkrona dialoger (N=2635) i studie II samt i ka-
pitel 8 hur jag deskriptivt urskiljde objekten i skriftliga, asynkrona
argument (N=253) och selektivt sarskiljde vilka dialog- och argu-
mentménster som visade sig i studie III. Analysen och tolkningen i
samtliga tre studier har genomforts i olika steg.

Jag provade ytterligare en sortering utifrdn Henris kategorier (i
Dysthe, 2002) om studenternas individuella svar pa fyra kursupp-
gifter (N=160) var interaktiva eller monologiska. Det vill siga vil-
ken dialogtyp det handlade om. Jag omarbetade Henris kategorier
med att notera hur studenterna diskuterade innehdllet (interaktiv)
eller inte (monologisk), enligt foljande (se tabell 3):

Explicita interaktioner (interaktiv) innefattar explicita dsikter
med specifik dterkoppling till ett annat inligg, person eller
grupp med antingen ett direkt svar pa en tydlig asikt eller
stalld fraga “Som svar pa inlagget av/om...” eller direkt
kommentar pa en vidareutveckling av en idé: “Jag tycker
precis som du att...”.

Implicita interaktioner (monologisk) innefattar implicita dsikter
som dterkopplar till ett annat inlidgg, person eller grupp
med antingen ett indirekt svar pa en tydlig friga men utan
killhdnvisning: “Jag tror 16sningen till detta problem ir...”
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eller indirekt kommentar pa en vidareutveckling av en idé
utan att hanvisa till det ursprungliga inldgget: “Det arftliga
problemet som finns behover...”.

Oberoende asikt (halvinteraktiv) innefattar en asikt som ar
kopplat till amnesdiskussionen, men svarar, kommenterar
eller vidareutvecklar inte det vidare: “Efter att ha studerat
detta problem tror jag att...” (s. 343). Denna kategori an-
vandes inte eftersom det fanns inslag av asikter och argu-
ment i alla svaren pa kursuppgifterna.

Tabell 3. Kategoriseringen av 40 studenters svar pa fyra kursuppgifter i kurs 1
och 2.

Kategori Dialoger Man Kvinna
(45 %) (55 %)

Implicit kommentar (monologisk) 56 (35%) 35 (44%) | 21 (26%)

Implicit svar (monologisk) 54 (34%) 24 (30%) | 30 (37%)
Explicit svar (interaktiv) 18 (11%) | 6 (8%) 12 (15%)
Explicit kommentar (interaktiv) 32 (20%) 14 (18%) | 18 (22%)
Summa 160 79 81
(100%) (100%) (100%)

Resultatet av kategorisering av 160 svar pa fyra kursuppgifter visar
att 69 % var monologiska och 31 % dialogiskt interaktiva. Det vill
sdga en tredjedel av dialogerna oppnade for dialogiskt utbyte, anti-
gen som ett explicit direkt svar pd en tydlig asikt eller en direkt
kommentar pa en vidareutveckling av en idé. Men majoriteten av
svaren var monologiska darfor att studenterna inte aterkopplade till
ett annat inldgg, en person eller grupp, utan inneholl mer en be-
skrivning av ndgon foreteelse eller faktagenomgang.

Eftersom kursuppgifterna omfattade langre texter pd en till fyra
A4-sidor med mer eller mindre dmnesinriktning och litteraturan-
knytning, upplevde jag att sorteringen medforde att innehéllet i sva-
ren pa kursuppgifterna mer eller mindre fick anpassas till kategori-
erna under en etikett och mer beskriver dem pa en oversiktlig och
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generell niva. Darfor forkastade jag denna sortering for att nd sam-
stimmighet. Emellertid gav kategoriseringen en bred helhetsbild pa
denna del av det kvalitativa datamaterialet

Jag valde darefter i alla tre studierna att lata dialogiska tematis-
ka monster viaxa fram ur materialet under tva analysfaser (Patton,
2002). Det vill sdga urskilja, identifiera och beskriva konsekven-
serna av studenternas texthandlingar och relationerna dem emel-
lan. Ett tematiskt monster ska enligt Lemke (1990) visa vad samma
sak beskrivs med pd olika sitt och har gemensamt, fran lektion till
lektion eller fran ar till &r:

A thematic pattern shows what many different ways of saying
“the same thing” have in common. It describes a shared pattern
of semantic relationships. This pattern gets repeated at different
points in the lesson, and from on lesson (and even year) to the
next (ibid. s. 87).

Enligt Lemke ska detta monster upprepas pa olika stillen som i
mina studier i de skriftliga, asynkrona texthandlingarna fran &tta
kursuppgifter. Ett tematiskt monster ett siatt att beskriva ett nat-
verk av relationer i form av meningsfulla, sprakliga nyckeltermer i
ett specifikt amne eller i speciella dialoger som i mina studier om
argumentering och responsgivning. Det tematiska monstret ska pa
olika sitt skildra vad som finns gemensamt, men det bildar ocksa
ett delat monster av semantiska synonymer. Det ar det lirare me-
nar nar de vill att studenterna ska forstd textomgivningen. Det ar
viktigt menar Lemke att iaktta om en student anknyter till vad de
last, medan en annan student sammankopplar det med néagot helt
annat.

Dessa olika tolkningar kan i en dialog bidra till att studenterna
finner ett gemensamt tematiskt monster. De kan inte helt fullt vara
bade explicita/utryckliga, begripliga och entydiga, men som skri-
bent och ldsare maste de ldra sig att uttrycka sig sd tydligt som
mojligt. Med andra ord behover inte studenterna uttrycka samma
sak, men de ska skapa samma meningsmonster. Flexibiliteten visas
av att det blir ett mote mellan olika argument, problem och an-
vandningsomraden i ett specifikt syfte. Lemke kallar denna strategi
nar studenter bildar ett nytt tematiskt monster for thematic deve-
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lopment strategies (ibid. s. 100). Men han betonar att i denna te-
matiska utvecklingsstrategi maste det tematiska monstret i huvud-
sak uttrycka samma innebord om de ska bli praktiskt anviandbara.

5.3 Tillfsrlitlighet
Malet med studiens tillforlitlighet for att kunna dra kvalitativa ge-
neraliseringar och specifika slutsatser foljde Schofields tre beskriv-
na mal (i Kvale, 1997, s. 212). Det forsta var att studera det som
ar — att forsoka faststdlla det typiska, det allmdnna, det vanliga
meningsinnehéllet i studenternas nidtbaserade, asynkrona dialoger
som redskap for deras individuella och kollektiva lirande. Det
andra malet handlade om det som kanske kommer att finnas — att
i analysen kunna dra bade allminna och specifika slutsatser om
hur nitbaserade dialoger med argumentering och responsgiv-
ning kan tillimpas i nidtbaserade kurser eller kursmoment. Det
tredje malet var det som kan finnas, vilket innebar att lokalisera
situationer som jag utifrdn min empiri och teoretiska ram ser ar ty-
piska och exceptionella att studera narmare, for att kunna beskriva
ndrmare vad som sker i och mellan studenternas meningsutbyten.
Detta gor jag genom att analysera och tolka val utvalda excerpts
fran en grupp av studenter och mellan vissa studenter med att ur-
skilja, identifiera och beskriva olika dialog- och argumentménster i
deras skriftliga, asynkrona dialoger och relationerna dem emellan.
Jag har dven tagit intryck av Stakes kvalitativa generalisering ut-
ifran hans tre former: den naturalistiska formen som vilar pa per-
sonlig erfarenhet, den statistiska formen som ar formell och expli-
cit utifrdn ett slumpmaissigt urval av en population samt den analy-
tiska formen som innebar att forskaren ”gor en vil overlagd be-
domning i vad mén resultaten fran en undersokning kan ge vigled-
ning for vad som kommer att hdnda i en annan situation” (i Kvale,
1997, s. 210). Min bakgrund som journalist, medieldrare pad gym-
nasiet och ldrarutbildare med att undervisa pa distans, kan ha pa-
verkat den naturalistiska generaliseringen, eftersom jag har manga
ars personlig erfarenhet av att arbeta med och i digitala miljoer.
Den inledande kategoriseringen av 919 skriftliga, asynkrona dialo-
ger fran tva hogskolekurser i studie I och 759 i studie II och identi-
fieringen av det praktiska innehallet i 253 argument i studie III,
medforde att jag kunde visa pa en viss statistisk generalisering. Den



analytiska generaliseringen har jag gjort genom att utveckla egna
dialog- och argumentménster.

Gillande reliabiliteten arbetade studenterna sjilvstandigt med
problembaserade kursuppgifter. Lararnas inflytande omfattades av
att de hade organiserat kursupplagget, formulerat kursuppgifterna
och angett tidsramarna for kursuppgifternas inlimning samt for
argumenteringen och responsgivningen. Kursuppligget i de fyra
hogskolekurserna hade en uppsittning av regler, redskap och ar-
betsformer. Reglerna omfattades av att studenterna skulle lamna in
sina svar pa kursuppgifterna pd en bestimd dag, ge respons och
argumentera under en viss tid. Redskapen av studenternas skriftli-
ga, asynkrona dialoger i gruppens nitbaserade diskussionsfora.
Arbetsformen av att gruppvis argumentera om, ge respons pa och
starta diskussionen kring de dtta individuella kursuppgifterna.

Jag hade kunnat paverka validiteten ytterligare med att statis-
tiskt bearbeta vidare kategoriseringen av de 759 skriftliga, asyn-
krona dialogerna i studie II och identifieringen av objekten i 253
argument i studie III. De deskriptiva sammanfattningarna medfor-
de dock att jag fick en bred helhetsbild pa det kvalitativa datama-
terialet och kunskap att kunna gora jimforelser med egna och
andra studier, men ocksd att gora ett lampligt urval av student-
grupp, studenter och excerpts. Syftet med de slutgiltiga, utvalda
excerpten var att ge en rikhaltig och ”tit” beskrivning av studen-
ters argumentering och responsgivning for kollektivt och individu-
ellt lirande. Men ocksa att var och en som ar intresserad av att
overfora resultaten till sin praktik ska ha en tillracklig omfattande
informationsbas som grund for sin bedémning (Yin, 1994). I min
sammanfattande diskussion kommer jag att diskutera och analyse-
ra vidare om resultatens allmdnna och specifika slutsatser genom
stodjande belagg i belysande och representativa excerpts.
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6. STUDIE |

Den forsta studien syftade mer specifikt till att analysera potentia-
len i skriftliga, asynkrona dialoger (N=189). Det vill siga hur stu-
denter anvinder olika meningserbjudanden i dialogerna som red-
skap for larande tillsammans med andra. Genom att studera stu-
denternas sociala eller kollektiva larprocesser i en nitbaserad lar-
gemenskap under tva hogskolekurser under hostterminen 2005 och
varterminen 2006 (40 veckor pd halvfart distans) sokte jag svar pa
forskningsfragan:

1. P43 vilket sitt och i vilken utstrickning anvinder studenterna
potentialen i skriftliga, asynkrona dialoger for utveckling av
kollektivt samarbetslarande?

For att kunna studera potentialen som medierande redskap i de
skriftliga, asynkrona dialogerna valde jag att metodmassigt under-
soka detta redskap utifran:

2. Hur kan potentialen som medierande redskap for larande iden-
tifieras och beskrivas i skriftliga, asynkrona dialoger?

6.1 Kursuppgifter

Kursuppgifterna utgick fran tva 15 hp kursers syften och larande-
mal. Kursen ingick i det allmdnna utbildningsomradet (AUQO) i Li-
rarutbildning 90 hp. Foljande fyra kursuppgifter ingar i studie I
med studenternas individuella svar, responser och diskussioner:

1. 1 den forsta uppgiften i kurs 1 skulle studenterna beskriva och

86



diskutera hur samhillsforandringar kan och har paverkat sko-
lans verksamhet och liraruppdraget med koppling till anvisad
kurslitteratur. De skulle ocksé reflektera 6ver hur det pedago-
giska ledarskapets villkor och gestaltning har foriandrats. Om-
fattning: tvd A4-sidor, alternativt ett bildspel med tillhérande
manus.

2. Iden andra uppgiften i kurs 1 skulle studenterna problematise-
ra och diskutera legitimiteten i det egna undervisningsimnet
med koppling till kurslitteraturen och reflektera 6ver en/ndgra
beskrivna lirsituationer som de genomfort med eleverna i deras
egen skola. Omfattning: tre till fyra A4-sidor, alternativt ett
bildspel med tillhorande manus.

3. I den forsta uppgiften i kurs 2 skulle studenterna ta del av tre
olika rapporter och redogora for och diskutera innehallet med
koppling till deras egen yrkeserfarenhet. En rapport handlade
om att ldsa for att lira, en om unga och medier och en om
framtidens yrkesutbildningar. Omfattning: en A4-sida per rap-
port.

4. Iden andra uppgiften i kurs 2 skulle studenterna redogora for
vilken betydelse elevers sociala situation har for deras larande
och utveckling utifrdn en konkret undervisningssituation med
koppling till kurslitteraturen. Omfattning: tre till fyra A4-sidor,
alternativt ett bildspel med tillhérande manus.

Samtliga fyra kursuppgifter examinerades i den nitbaserade large-
menskapen utifrdn de individuella svaren och den gruppvisa re-
sponsgivningen och diskussionerna. Efter uppgiftens deadline hade
studentgruppen en vecka pa sig att granska varandras svar och ge
respons. I studien ingér inte den forsta kursuppgiften i kurs 1 som
hade helt social karaktar for att studenterna skulle f& mojlighet lyf-
ta fram de erfarenheter, uppfattningar och forvantningar de hade
infor lararutbildningen och lararrollen och for att de skulle lira
kdnna varandra i gruppen och i de sju arbetslagen samt de sista
kursuppgifterna i kurs 1 och 2 som redovisades bade skriftligt och
muntligt vid kursavslutningen under en hogskoleforlagd dag.
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6.2 Analys och tolkning studie |

Inledningsvis analyserade jag oversiktligt 919 skriftliga, asynkrona
dialoger (65 %) av 1 409. Ovriga 490 (35 %) inligg utelimnades,
eftersom de i huvudsak omfattades av inledande administrativ, or-
ganisatorisk- och/eller teknisk kommunikation mellan studenter
och ldrarutbildare samt de utelimnade inliggen fran den forsta
kursuppgiften som hade helt social karaktar. Studenterna hade har
ett uppdrag att skriva ett personportritt pa en kurskollega for att
de dels skulle lira kianna varandra, dela beskriva sina forestill-
ningar om ldrarutbildningen och lirarrollen och bli bekanta med
de nitbaserade redskapen.

Eftersom min strdvan var att analysera de sociala och dialogiska
interaktionerna utifran ett kollektivt lirande och inte ett individu-
ellt lirande, valde jag istillet att under tva analysfaser lata katego-
rierna vixa fram ur en studentgrupps dialoger (N=189), utan att
anvianda ndgra fordefinierade kategorier (Patton, 2002). T denna
analysfas valde jag att notera variationen i de explicita meningspo-
tentialerna i svaren och responserna pa de fyra kursuppgifterna ut-
ifran Bakhtins (1981; 1986, 2004a & b) och Rommetveits (2003)
teorier om dialogiska interaktioner, i syfte att kunna identifiera och
beskriva deras kollektiva larande. Eftersom mening uppstar som ett
resultat av studenters sociala, kulturella och dialogiska interaktion
betraktade jag denna process som att alla gruppmedlemmarna var
deldgare och medférfattare i en gemensam berittelse enligt Rom-
metveits (2003) teorier.

I den foljande analysfasen fokuserade jag pd gruppens gemen-
samma formaga att forstd de explicita meningspotentialerna. Denna
grad av forstdelse analyserades och tolkades utifran Bakhtins (1981)
auktoritativa eller 6vertygande diskurs och om de inneholl aktiv el-
ler passiv forstaelse (Bakhtin, 1986, 2004c). Jag sig det som att
studenternas texthandlingar blev en motesplats for samspel och
konfrontation eller spanning mellan texterna och ldsarnas repertoa-
rer med olika forstaelse och virderingar. Denna analysprocess base-
ras pa antagandet att nar en grupp lyckas via sina dialoger forsta de
explicita meningspotentialerna, kreerar och utvecklar gruppmed-
lemmarna ocksd en ny visentlig forstielse for kursuppgifternas me-
ningsinnehall.
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Under den sista analysfasen var min ene handledare bide med-
bedémare och medtolkare for att sikerstilla validiteten av min
analys och de urvalen av excerpts jag gjort. Denna analysprocess
genomforde vi bade var for sig och tillsammans. Vi fokuserade inte
pa entydiga monster, utan mer pd tematiska monster som Lemke
(1990) beskriver: ”what many different ways of saying ‘the same
thing” have in common. It describes a shared pattern of semantic
relationships” (s. 87). P4 sd sitt var vi ocksd medskapare av bade
de tematiska monstren och delarna av monstret. De tematiska
monstren kunde bestd av semantiska synonymer, attityder, motfor-
slag, argument, rad, teoretiska problematiseringar, ekvivalenta eller
kontrasterande ord eller 16sningar, men som Lemke (ibid.) papekar
ska de tolkas flexibelt for att synliggora dialogerna i linje med
forskningskontexten.

Resultatet av de tematiska monstren i studenternas skriftliga,
asynkrona dialoger redovisas i utvalda excerpts i artikel T som ar
publicerad i Computers & Education med titeln Collaborative
Learning as a Collective Competence when Students Use the Po-
tential of Meaning in Asynchronous Dialogues (Amhag, Lisbeth &
Jakobsson, 2009). Studien dr dven presenterad pa EADTU’s 20th
Anniversary Conference den 8 och 9 november 2007 i Lissabon,
Portugal i ett paper med titeln: The role of the potential of mean-
ing in asynchronous dialogues in a collective process of collabo-
ration (Amhag, Lisbeth & Jakobsson, 2007).
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7. STUDIE II

Den andra studien syftade mer specifikt till att analysera kvaliteten
i meningsinnehallet i skriftliga, asynkrona dialoger (N=759) och
hur dialogens mening kan medvetandegoras av olika rdster
(N=265). Genom att studera de skriftliga, asynkrona dialogerna
mellan studenterna i den nitbaserade lirgemenskapen under tre
hogskolekurser fran hostterminen 20085 till och med hostterminen
2006 (60 veckor pa halvfart distans) sokte jag svar pa forsknings-
fragan:

1. Pa vilka sitt och i vilken utstrackning relateras meningsinnehal-
let och rosterna i studenternas skriftliga, asynkrona dialoger till
andra texter for att stodja sitt eget och andras larande?

For att kunna studera meningsinnehéllet som medierande redskap i
de skriftliga, asynkrona dialogerna valde jag att undersoka detta
redskap utifrén:

2. Hur kan rosterna som medierande redskap for lirande identifi-
eras och beskrivas i skriftliga, asynkrona dialoger?

7.1 Kursuppgifter

Kursuppgifterna utgick fran tre 15 hp kursers syften och larande-
mal. Kurserna ingick i det allmdnna utbildningsomradet (AUQO) i
Lararutbildning 90 hp. Foljande sju kursuppgifter ingdr i studie II
med studenternas individuella svar, responser och diskussioner:

1. T den forsta uppgiften i kurs 1 skulle studenterna beskriva och

90



diskutera hur samhillsforandringar kan och har paverkat sko-
lans verksamhet och liraruppdraget med koppling till anvisad
kurslitteratur. De skulle ocksé reflektera 6ver hur det pedago-
giska ledarskapets villkor och gestaltning har foriandrats. Om-
fattning: tvd A4-sidor, alternativt ett bildspel med tillhérande
manus.

I den andra uppgiften i kurs 1 skulle studenterna problematise-
ra och diskutera legitimiteten i det egna undervisningsimnet
med koppling till kurslitteraturen och reflektera 6ver en/ndgra
beskrivna lirsituationer som de genomfort med eleverna i deras
egen skola. Omlfattning: tre till fyra A4-sidor, alternativt ett
bildspel med tillhorande manus.

I den forsta uppgiften i kurs 2 skulle studenterna ta del av tre
olika rapporter och redogora for och diskutera innehallet med
koppling till deras egen yrkeserfarenhet. En rapport handlade
om att ldsa for att lira, en om unga och medier och en om
framtidens yrkesutbildningar. Omfattning: en A4-sida per rap-
port.

I den andra uppgiften i kurs 2 skulle studenterna redogora for
vilken betydelse elevers sociala situation har for deras larande
och utveckling utifrdn en konkret undervisningssituation med
koppling till kurslitteraturen. Omfattning: tre till fyra A4-sidor,
alternativt ett bildspel med tillhérande manus.

I den forsta uppgiften i kurs 4 skulle studenterna intervjua en
larare om vilka skolutvecklingsbehov det fanns pa deras skola.
Intervjun (ca 30 minuter) skulle genomforas enligt en samtals-
guide samt bandas och transkriberas for att studenterna skulle
trana sig i att genomfoéra och analysera en kvalitativ forsk-
ningsintervju.

I den andra uppgiften i kurs 4 skulle studenterna observera en
utvecklingsmiljo pa deras skola med att fora faltanteckningar
samt diskutera iakttagelserna med anknytning till relevant
kurslitteratur. Omfattning: tva till tre A4-sidor.

I den tredje uppgiften i kurs 4 skulle studenterna, utifran en
fallbeskrivning av en elev som var i behov av sarskilt stod, gora
en pedagogisk kartliggning och uppritta ett eget trovardigt at-
gardsprogram med reflektioner. Omfattning: tre till fyra A4-
sidor.
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Samtliga sju kursuppgifter examinerades i den natbaserade large-
menskapen utifrdn de individuella svaren och den gruppvisa re-
sponsgivningen och diskussionerna. Efter uppgiftens deadline hade
studentgruppen en vecka pa sig att granska varandras svar och ge
respons och starta diskussionen. I studien ingar inte den forsta
kursuppgiften i kurs 1 som hade helt social karaktir for att studen-
terna skulle fa mojlighet lyfta fram de erfarenheter, uppfattningar
och forvintningar de hade infor lararutbildningen och lirarrollen
och for att de skulle lara kdnna varandra i gruppen och i de sju ar-
betslagen samt den sista kursuppgiften i kurs 1, 2 och 4 som redo-
visades bade skriftligt och muntligt vid kursavslutningen, liksom en
gruppvis uppgift i kurs 4. I kurs 3 Didaktisk férdjupning dndrades
grupperingarna fran sju mixade grupper till fem dmnesvisa grupper
och denna kurs utgick darfor ur studien.

7.2 Analys och tolkning studie I

I tabell 4 beskrivs hur antalet skriftliga, asynkrona dialoger har an-
vants under de tre hogskolekurserna. Kurs 3 ingar inte i studien.
Inledningsvis analyserades meningsinnehallet deskriptivt i 759
skriftliga, asynkrona dialoger (54 %) av totalt 1 409 frén fyra
kursuppgifter i kurs 1 och 2 med att kategorisera dem i om de var
amnesinriktade eller inte.

Tabell 4. Antalet skriftliga, asynkrona responser i den nitbaserade lirgemen-

skapen under kurs 1, 2 och 4 pa halvfart distans.

Kurs1 | Kurs2 | N Kurs4 | N
Antal inldgg 814 595 1409 | 659 2 068 (100 %)
Innehéllsanalys 350 409 - 759 (54 %)
Selektiv analys 71 118 76 265 (13 %)
Uteldmnade inldgg | 384 106 11 501 (24 %)

Direfter analyserades selektivt 265 skriftliga, asynkrona dialoger
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av totalt 2 068 (13 %) fran en studentgrupps individuella svar pa
atta kursuppgifter och de gruppvisa skriftliga, asynkrona respon-
serna fran kurs 1, 2 och 4. Ovriga 501 inligg (24 %) utelimnades,
eftersom de i huvudsak omfattades av inledande administrativ-, or-
ganisatorisk- och teknisk kommunikation mellan studenter och la-
rarutbildare samt de utelimnade inldggen fran den forsta kursupp-
giften som hade helt social karaktar.

Kategoriseringen jag utgick fran himtades frin Veerman och
Veldhuis-Diermanses (2001) modell. De dmnesinriktade inliggen
innefattar tre niv3er; presenterar ny information som fakta, teore-
tiska idéer och erfarenheter eller valmojligheter, férklarar utifran
tidigare reflektioner och idéer eller vidareutveckling av dem samt
utvérderar nagot som syftar till eller forhandlar tidigare idéer eller
kritisk granskning. Inliggen utan dmnesinriktning innefattar fyra
nivier: organiserande ”Ar det OK att gora detta forst”, teknisk
”Var finns funktionen for att kunna svara pa inlagget”, sociala
”Bra jobbat!” och nonsens ”Vem foljer med...”.

Eftersom manga av studenternas inlidgg inneholl accepterande
och bekriftande inslag av vad andra studenter redan har skrivit,
reviderade jag modellen med att ldgga till kategorin reproduktio-
ner. Tabell 5 illustrerar den reviderade versionen.

Tabell 5. Reviderad version av Veerman och Veldhuis-Diermanses modell.

Kategorier Meningsinneh4ll

Reproduktioner Accepterande och bekriftande inslag av vad andra

studenter redan har skrivit

Egen information Baseras pd erfarenheter och egna tyckanden, utan teo-
(utan teori) rikoppling

Forklarar Baseras pd teorier utifran tidigare reflektioner och idé-
(med teori) er eller vidareutveckling av dem

Utvirderar Syftar till eller forhandlar tidigare idéer eller kritisk

granskning, positivt som negativt

Sociala Bra jobbat! Bra eller intressant skrivet!

Kategorierna ”ny information” omarbetades till egen information
och skulle baseras pa erfarenheter och egna tyckanden, utan teori-
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koppling. Kategorin férklarar skulle dven ha en teoretisk dimension
med egna reflektioner, idéer eller en vidareutveckling av dem. Jag
ville med det tydliggora om och hur studenterna anvinde litteratur
och teorier. Inliggen utan dmnesinriktning reducerades endast till
Sociala. Kategorin “nonsens” och tekniska sporsmal saknades helt
bland inldggen, eftersom de utlimnades da fokus var pa menings-
innehallet och relationen till andra texter.

Direfter analyserade jag selektivt hur dialogens mening kan
medvetandegoras av olika réster med att selektivt analysera 265
skriftliga, asynkrona dialoger (13 %) av totalt 2 068, utifrdn Bakh-
tins rostbegrepp (1981; 1986, 2004a & b). Det selektiva datamate-
rialet omfattades av en studentgrupps individuella svar pa atta
kursuppgifter och de gruppvisa skriftliga, asynkrona responserna
mellan de sju studenterna i kurs 1, 2 och 4. Processen kan ocksi
beskrivas som att olika teman eller monster i studenternas text-
handlingar fick vixa fram ur materialet under tva analysfaser
(Patton, 2002). For att kunna urskilja dessa nivder av ord med oli-
ka roster valde jag att analysera helheten av meningsinnehallet, inte
texthandlingen rad for rad. Jag utgick fran Bakhtins beskrivning av
relationen och interaktionen mellan dialogens roster: “as a neutral
word of a language, belonging to nobody, as an other’s word,
which belongs to another person and is filled with echoes of the
other’s utterance; and, finally, as my word, for, since I am dealing
with it in a particular situation, with a particular speech plan, it is
already imbued with my expression” (1986, 2004b, s. 88). Jag ut-
gick fran att studenternas roster, som formats i deras texthandling-
ar, inneholl foljande inneborder:

1. Neutrala ord; “as a neutral word of a language, belonging to
nobody”, tolkade jag som att yttrandet aterger andras om-
virldsbild, generella meningar, bekriftelse eller tyckande och
som inte dr underbyggda med egna ord fran litteraturen eller
egna erfarenheter. Orden ar neutrala i den betydelsen att den
inte tillhor ndgon, eftersom den ofta syftar pad ndgot generellt
eller allmidnt tyckande. Exempelvis ”i lexikonet star att...”,
”man kan tro att...”, “har man som larare...”.

2. a) Andras ord; ”as an other’s word, which belongs to another
person and is filled with echoes of the other’s utterance”, tol-
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kade jag som att yttrandet dterger overtygande ord som exem-
pelvis andras erfarenheter, argument och antaganden. Men
ocksd dtergivningar av eller en medvetenhet om tidigare roster
som dr avldgsna bade socialt, kulturellt och i tid och rum. Ytt-
randet innehdller dirmed eko av andras roster och dialogens
mening ar darmed fyllt av dialogiska exempel.

b) Andras ord [fran litteraturen, mitt tilligg]; “as an other’s
word, which belongs to another person and is filled with echo-
es of the other’s utterance”, tolkade jag som ett yttrande som
bygger pa andra dmneserfarenheter och resonemang fran andra
texter. Det vill siga en form av intertextualitet. 1 texten finns
reproduktioner och omformuleringar av forfattares ord fran
litteraturen som mer eller mindre, formas, forhandlas och be-
fasts med egna ord. I en siddan intertextualitet bryts texterna
mot varandra och potentialen mellan andras roster bidrar till
att konstruera och omkonstruera en gemensam mening om be-
grepp och foreteelser eller delar av den.

3. Mina ord; “as my word, for, since I am dealing with it in a par-
ticular situation, with a particular speech plan, it is already im-
bued with my expression”, tolkade jag som att yttrandet bar
med sig roster med inre reflektioner, tankar och kanslor, men
ocksa egna och andras roster, argument, motiveringar, motsa-
gelser, erfarenheter, forkortningar och tillrattaliggande som
mer eller mindre har formats, forhandlats och approprierats till
egna ord. Exempelvis kan yttrandet bredda och utveckla egna
och andras uppfattningar eller skapa och hitta nya exempel.

Analysen och tolkningen av meningsinnehallet illustreras dels de-
skriptivt, dels med olika excerpts, dir exempel pd relationen mel-
lan ovan nivder av ord med olika roster kan identifieras och be-
skrivas for att tydliggora meningen i dem. Resultatet redovisas i
artikel II, Meaning Content and Voices in Web-based, Asynchro-
nous Dialogues for Collaborative Learning (Amhag, Lisbeth,
2010c). Artikeln ar insiand till Computers & Education for referee
granskning. Ett paper har presenterats pd E-Learn konferensen i
oktober 2009 i Vancouver, Canada med titeln: Voices and Mea-
ning Potentials in Asynchronous Dialogues (Amhag, Lisbeth,
2009b).
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8. STUDIE Il

Den tredje studien syftade mer specifikt till att analysera kvaliteten
i skriftliga, asynkrona argument. Det vill siga hur argumentens
meningsinnehall anviands och utvirderas av studenterna. Genom
att analysera bade deskriptiv och selektivt de skriftliga, asynkrona
argumenten (N=253) mellan 30 studenter i en natbaserad large-
menskap under en hogskolekurs hostterminen 2008 (10 veckor pa
helfart distans) sokte jag svar pa forskningsfragan:

1. Pa vilket sdtt och i vilken utstrickning anvander och ut-
virderar studenterna egna och andras skriftliga, asynkrona
argument for att utveckla sitt eget och andras larande?

For att kunna studera argumenten som medierande redskap i
skriftliga, asynkrona dialoger, valde jag i alla studierna att metod-
massigt undersoka dessa utifran:

2. Hur kan argumentmonstret som medierande redskap for
lirande identifieras och beskrivas i skriftliga, asynkrona
dialoger?

8.1 Kursuppgift

Kursuppgiften som ingér i studien handlade om lararens ledarskap
och roll i skolan. Det var den tredje kursuppgiften och utgick fran
kursens syfte och lirandemal om lararuppdraget utifran ett sam-
héllsperspektiv. Kursen ingick i det allmdnna utbildningsomradet
(AUO) i Lararutbildning 90 hp. Kursens forsta kursuppgift hade
helt social karaktdr for att studenterna skulle fi mojlighet lyfta
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fram de erfarenheter, uppfattningar och forviantningar de hade in-
for lararutbildningen och lararrollen och for att de skulle lara kan-
na varandra i gruppen och i de fem arbetslagen. I den andra kurs-
uppgiften om skolans historiska utveckling och hur undervisningen
har utvecklats i deras amne/program hade studenterna trinat sig i
att ge respons gruppvis. Betydelsen av den gruppvisa responsgiv-
ningen beskrivs bade i studie I och studie II.

I denna tredje kursuppgift om skolans ledarskap skulle studen-
terna trdna sig att argumentera, kritiskt granska och virdera olika
handlingssatt i olika skolsituationer. Valet av argumentering som
metod sdgs av lararlaget som en progression pd responsgivningen.
Dels lade lararlaget ut ett autentiskt fall om en kriankt grundskole-
elev dar handlingsforloppet blivit foremal for rattslig provning.
Dels skulle studenterna skriva ett eget autentiskt fall som belyste en
situation dar elever, fordldrar och/eller larare upplevt att de blivit
daligt behandlade. Darefter skulle varje arbetslag argumentera och
diskutera dessa fall under en vecka for att de skulle sitta sig in i re-
gelverket avseende fragor kring skolans ledarskap, grupprocesser,
konflikthantering, ansvar och sekretess, men ocksa virdegrunds-
och demokratifragor.

Valet av att arbeta med kursuppgiften om skolans ledarskap un-
der en vecka berodde pa att lararlaget ville att studenterna skulle
kunna koncentrera sig mer specifikt pa den, eftersom studier visar
att centrala kunskapsomrdden, som sociala relationer, konflikthan-
tering och ledarskap, har varit eftersatt i lararutbildningen (Hog-
skoleverket, 2005). T den framtida ldrarutbildningen kommer dessa
omraden att forstiarkas i den sd kallade utbildningsvetenskapliga
kdrnan (Franke, 2008; Utbildningsdepartementet, 2009).

8.2 Analys och tolkning studie IlI

Nir jag gjorde den forsta deskriptiva analysen av 30 studenters in-
dividuella svar pa det offentliga fallet och gruppens egna beskrivna
fall i kursuppgiften om skolans ledarskap och de gruppvisa skriftli-
ga, asynkrona argumenten mellan studenterna (N=253), analysera-
de jag forst deskriptivt utifrdn Toulmins argumentmodell (1958)
och tillforde sedan Bakhtins (1981; 1986, 2004a & b) dialogiska
diskurs- och rostbegrepp for att selektivt kunna analysera relatio-
nerna mellan objekten i argumentet och neutrala, andras och egna
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ord med olika roster. I tabell 6 beskrivs antalet skriftliga, asynkro-
na argument i den nitbaserade lirgemenskapen i de fem student-
grupperna och hur de anvindes. 109 argument (30 %) utelimna-
des eftersom de i huvudsak omfattades av organisatorisk- och soci-
al kommunikation mellan studenterna.

Tabell 6. Antalet skriftliga, asynkrona argument i den nitbaserade lirgemen-

skapen.
Grupp | Grupp | Grupp | Grupp | Grupp | Totalt
1 2 3 4 N
Antal studenter 7 N 6 6 6 30
Antal argument 77 70 109 48 58 362
Selektiv analys | ¢3 61 58 34 37 253

Enligt Toulmin (1958) utgar analysen av
koncisa sardrag utifrdn fragestallningarna:

argumentmonstret fran

e I vilken utstrackning har studenterna anvint sig av pastdenden
(C), data (D), garanten (W), styrkemarkoren (Q), villkor (R)
och understod (B)?

e I vilken utstrackning har studenterna engagerat sig i att jamfo-

ra dessa pdastdenden, data, garanter och motstridiga villkor

och/eller understod?

Since

W
|

> So,Q, C

Unless

On account of

B

R

Figur 2. Sammanstillning av Toulmins” argumentmodell (1958, s. 104).
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Utifran ovanstdende fragor borjade jag i den forsta analysfasen att
identifiera och beskriva de praktiska objekten i studenternas argu-
ment enligt Toulmins ursprungliga argumentmodell (1958, s. 104)
i figur 2 om vilka pastdenden (C), data (D), garanter (W), styrke-
markorer (Q), villkor (R) och understod (B) som lyfts fram av stu-
denterna ur meningsinnehdllet. Under denna analysfas sig jag be-
hovet av att revidera och utveckla en egen argumentmodell med
hjalp av Kneuppers (1978) utvecklade version och Simon, Erduran
och Osbornes (2006) vidareutvecklade modell, for att tydligare
kunna urskilja och beskriva de obligatoriska objekten C, D och W
och de mer frivilliga eller fakultativa objekten Q, R och B. I figur 3
beskrivs den reviderade versionen av argumentmodellen for analy-
sen av de praktiska objekten i studenternas skriftliga, asynkrona
argument (N=253).

Styrkemarkor (Q)

bekraftar pastdendet och anger
graden av styrkan i det

Data/grund (D) Pastaende (C)
information som pastaendet bygger “kanske”,| standpunkt som faststéller eller
pa ex. studier, personliga “alltsa” rattfardigar de normer eller
erfarenheter, sunt fornuft eller varden som manniskor haller
uttalanden som anvands som stdd eller 6nskan om accept
L Garant (W) Villkor (R)
“darfor att” explicita eller implicita argument “om” | knyter an till Q med férklaringar eller
eftersom” | som forklarar relationen mellan “men”|  omstandigheter som motsager
data och pastaendet pastaendet, data eller garant eller
l kvalificerar ett argument

Understod (B)
kopplas direkt till W med ofta
implicita motiv till underliggande
antagande eller pastaende

“darfér”
“pé grund av”

Figur 3. Reviderad version av argumentmodellen for analysen av objekten i
skriftliga asynkrona argument (Toulmin, 1958; Kneupper, 1978; Simon, Erdu-
ran & Osborne, 2006).

Fokus i den deskriptiva analysen var pa sardragen i argumentet och
i vilken utstriackning studenterna hade anvint sig av de obligato-
riska objekten; pastdenden, data och garanter och mer eller mindre
av de frivilliga objekten; styrkemarkor, villkor och understod (pre-
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senteras ofta med ord som exempelvis darfor, eftersom, men eller
om) och i vilken utstrackning studenterna var engagerade i att jam-
fora dessa beligg och motivera motstridiga stindpunkter (se ovan
figur 3).

Direfter jamforde jag i den andra analysfasen objekten i argu-
mentet med Bakhtins dialogiska diskurs- och rostbegrepp eftersom
jag ville utforska dialogiciteten. Det vill sidga att identifiera och be-
skriva en form av skriftlig, asynkron polyfoni, en konstruktion av
”maénga stimmor” dar alla ord eller yttranden har lika virde eller
auktoritet (Moller Andersen, 2007; 2008). Konkret innebar det att
urskilja, identifiera och beskriva detta dialogiska argumentmonster
eller denna struktur i olika excerpts, for att synliggora samspelet
mellan objekten och neutrala-, andras- och mina ord med olika
roster. Forloppet kan ocksa beskrivas som att ett monster i studen-
ternas argument, som i studie I och II, fick vixa fram under tva
analysfaser (Patton, 2002). Jag har i analysen dven utgétt fran Kris-
tevas term intertextualitet (i Moi, 1986) for att kunna uppticka om
den horisontella axeln — argumentets monster och mottagare — och
den vertikala axeln — meningsinnehdllet i fallen om lararens ledar-
skap — sammanfaller.

I resultatet framtridde olika dialog- och argumentmonster ut-
ifran Bakhtins teorier om dialoger och Toulmins argumentmodell.
Resultatet redovisas och illustreras i utvalda excerpts i artikel III,
Students”™ Argument Patterns in Asynchronous Dialogues. Arti-
keln ar insdnd till och referee granskad av Journal of Interactive
Learning Research (JILR) (Amhag, Lisbeth, 2010e). Papers har
presenterats pd Nordisk forening for pedagogisk forskning, NFPF
konferensen i mars 2010 pa Malmo hogskola (Amhag, Lisbeth,
2010a), pa Designs for learning 2010 ocksa i mars pa Stockholms
universitet (Amhag, Lisbeth, 2010b) med titeln: Collective asynch-
ronous argumentation in distance learning samt pa Nordisk larar-
utbildningskonferens: ”Att leere @t vare leerer” i maj 2010 med ti-
teln Studenters argumentmdénster i asynkrona dialoger for larande
(Amhag, Lisbeth, 2010d).
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9. SAMMANFATTANDE RESULTAT
OCH DISKUSSION

9.1 Helhetsanalys

Jag har i avhandlingen utifrdn teoriforankrade fragestallningar un-
dersokt om och hur studenters skriftliga, asynkrona dialoger bidrar
till utveckling av kollektivt och individuellt lirande i en nitbaserad
akademisk kontext. Det vill siga urskiljt, identifierat och beskrivit
pa vilket sdtt och i vilken utstrackning studenter anvander egna och
andras texters meningsinnehdll for lirande i samspel med andra
studenter. Datainsamlingen dr omfattande och bestar av 70 studen-
ters (41 kvinnor och 29 min) skriftliga, individuella svar pa atta
kursuppgifter, gruppvisa asynkrona argumentering, responsgivning
och diskussioner under fyra hogskolekurser (60 hp) pa distans i La-
rarutbildning 90 hogskolepoing. Totalt innefattar studierna 2 430
”frusna dialoger”. Nara halften av dem (42 %) ar deskriptivt kate-
goriserade (N=1 012) utifrdn reviderade modeller av Veerman och
Veldhuis-Diermanse och Toulmins argumentmodell. Knappt en
tredjedel av dem (29 %) ar selektivt analyserade (N=707) utifrdn
Bakhtins teoretiska ramverk om dialoger.

For att forsta vilken betydelse de sociala och dialogiska interak-
tionerna har for utvecklingen av studenters lirande i en akademisk
natbaserad kontext, har jag utifrdn sociokulturell teori, Bakhtins
teorier om dialoger och Toulmins argumentmodell fokuserat pa di-
alogens potential, réster och argumentménster som medierande
redskap for bade ett kollektivt och individuellt lirande. Den forsta
studien har titeln: Collaborative Learning as a Collective Compe-
tence when Students Use the Potential of Meaning in Asynchro-
nous Dialogues (Amhag, Lisbeth & Jakobsson, 2009). Den andra
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studien har titeln: Meaning Content and Voices in Web-based,
Asynchronous Dialogues for Collaborative Learning (Amhag, Lis-
beth, 2010c). Den tredje studien har titeln: Students” Argument
Patterns in Asynchronous Dialogues (Amhag, Lisbeth, 2010e).

For det forsta har jag studerat det som &r med att faststilla det
typiska i studenternas skriftliga, asynkrona dialoger. For det andra
har jag studerat det som kan finnas genom att lokalisera pa vilket
satt och i vilken utstrackning studenterna anviander meningsinnehal-
let i de nitbaserade texthandlingarna for sitt och andras lirande.
For det tredje har jag studerat det som visar sig i den selektiva ana-
lysen av de nitbaserade argumenten, responserna och diskussioner-
na och hur dessa resultat kan tillimpas i nitbaserade kurser och
dess laraktiviteter. Att dra langtgdende slutsatser om studenters kol-
lektiva och individuella lirande kan jag i viss utstrackning gora, i
jamforelse med tidigare forskning och utifrdn de teoretiska ut-
gangspunkterna. Det dr dven mojligt att dra en del viktiga slutsatser
och implikationer for natbaserat lirande och undervisningen pa di-
stans. Resultaten frdn de tre studierna visas dels genom den deskrip-
tiva kategoriseringen och dels genom den selektiva analysen och
tolkningen av utvalda excerpts frdn en grupp av studenter, men
ocksd av och mellan vissa studenter. Genom illustrativa exempel
konkretiseras i artiklarna olika praktiska dialog- och argument-
monster.

Som jag tidigare redogjort for i kapitel 5.1.1. om mina metodo-
logiska overvigande, ar Bakhtins teorier om dialoger (1981; 1984;
1986, 2004a & b) mangtydiga och innehéller manga begrepp och
termer som dr snarlika eller anvinda med olika inneborder. Det
saknas aven tydliga tillimplingar om hur Bakhtins begrepp och
termer kan anvindas i pedagogisk forskning och som analysred-
skap i en natbaserad kontext. Det jag har erfarit genom mina stu-
dier dr att Bakhtins teorier dr tillimpliga i analysen av socia-
la/kollektiva och dialogiska relationer i och mellan meningsinne-
héllet, jamfort med traditionen som vanligtvis anviands att studera
den individuella och monologiska dialogen dar innehéllet har
transformerats. Det vill siga ett kommunikativt transfer-and-
exchange model of communication ” (Linell, 1998, 2001, s. 94 ff.).

Eftersom Bakhtin ger fi konkreta exempel pa hur dialogbegrep-
pen kan anvindas, har jag anvdnt mig av Wertschs (1991; 1998;
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2007), Rommetveits (1992; 2003) och Linells (1998, 2001; 2003a:
2003b) tolkningar och tillimpningar. Jag har framfor allt upplevt
att Bakhtins diskurs- och rostbegrepp kan vara anvindbart i dialo-
gisk pedagogisk forskning, dven nitbaserad. Detta visade sig nar
jag applicerade Bakhtins dialogbegrepp med att utveckla egna ana-
lysredskap for att kunna urskilja, identifiera och beskriva hur stu-
denter anvinder de natbaserade texthandlingarnas meningsinnehall
och hur dialogens mening medvetandegors av olika roster samt re-
lationerna dem emellan. Genom egna utvecklade dialog- och ar-
gumentmonster och praktiska tillimpningar har jag darmed for-
sokt undvika populdra Bakhtin-citat med tomma ord bakom (Ma-
tusov, 2007).

Istallet kan jag visa pa hur sociokulturell teori, Bakhtins teorier
om dialoger och Toulmins argumentmodell (1958) kan kombineras
och tillimpas for analysen och tolkningen av nitbaserade, asyn-
krona dialoger med argumentering och responsgivning for larande
i en akademisk, situerad kontext. I tre studier ges exempel i utvalda
excerpts pa olika dialog- och argumentmonster som visade sig un-
der sdvil den deskriptiva kategoriseringen (N=1 012) som den se-
lektiva analysen (N=707) av 70 studenters skriftliga, asynkrona di-
alogers meningsinnehall (N=1 719) i Lararutbildning 90 hogskole-
poang.

I den forsta studien, med empiri fran 40 studenters gruppvisa re-
sponsgivning (N=189), under de tvd forsta hogskolekurserna
(30hp) i Lararutbildning 90hp, hostterminen 2005 och vérterminen
2006 (40 veckor halvfart distans), valde jag att urskilja menings-
potentialen utifran Bakhtins och Rommetveits begrepp och termer
om att det som forhandlas mellan studenterna ar mening. Poten-
tialen ir det yttrande eller innehall som de tar fasta pa i de skriftli-
ga, asynkrona texterna.

I den andra studien, med empiri fran 40 studenters gruppvisa re-
sponsgivning (N=759) under tvd hogskolekurser (30hp) hosttermi-
nen 2005 och varterminen 2006, valde jag att forst kategorisera
responserna om de var amnesinriktade eller inte. Darefter utokades
studien med att analysera meningsinnehallet med att sarskilja niva-
er av réster som formats i studenternas texthandlingar (N=2635) ut-
ifran Bakhtins rostbegrepp under ytterligare en hogskolekurs host-
terminen 2006 (totalt 45hp, 60 veckor halvfart distans).
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I den tredje studien, med empiri frdn 30 studenters gruppvisa ar-
gumentering (N=253) om autentiska fall under en hogskolekurs
(15hp) i Lararutbildning 90hp hostterminen 2008 (10 veckor hel-
fart distans), valde jag dels att deskriptivt sarskilja de olika objek-
ten i argumenten (N=253) utifrdn Toulmins praktiska argument-
modell. Dels att urskilja dialogiciteten i samma argument utifran
Bakhtins rostbegrepp. I relationen mellan objekten och neutrala-,
andras- och mina ord visades olika dialog- och argumentménster.

I resultaten fran de tre studierna utifran analysen och tolkningen
av studenternas nitbaserade diskussioner och responsgivning i stu-
die I och II och argumentering i studie III, framtrader att studen-
terna i olika grad successivt utvecklat en formdga att anvinda sig
av meningsinnehallet som ett aktivt redskap for att utveckla ny for-
staelse eller nya perspektiv, individuellt som kollektivt. Det som
ocksa visar sig dr att mening, dialog och interaktion hor ihop och
ar de medverkande krafterna i nitbaserad undervisning. Det som
ocksa tydliggors ar att det dr en aktiv och kreativ larprocess som
utvecklas over tid, nar studenterna dr medaktorer genom att de an-
vander sina teoretiska kunskaper och praktiska erfarenheter till-
sammans med andra, mot nya sitt att tinka och handla.

Det som sarskilt framtrader ar samspelsdimensionens betydelse
for larande, nir fokus flyttas fran individen till kollektivet, men
ocksd till utrymmet i och mellan de skriftliga, asynkrona dialoger-
na (Lave & Wenger, 1991; Wenger, 1998). For det dr i motet, eller
i passagen genom speech zone, i och mellan dialogerna med olika
meningsinnehall som texterna med olika roster bryts mot varandra
(Bakhtin, 1981; Kristeva i Moi, 1986). I detta utrymme finns bade
ett stoff och en sfir av inflytande som domineras av egna och
andras ord, reflektioner eller karaktirer och kan darfor brytas.
Mening blir ett resultat av spanningen i skillnaden mellan jag och
andra, men ocksa genom den kollabortiva larprocessen i de gemen-
samma aktiviteterna och de dialogiska interaktionerna. Denna
vaxelverkan eller relation mellan olika meningsbetydelser har en
potential att anpassa eller avgransa andra. I varje yttrande finns
fran bekriftande till mer eller mindre overtygande ord, med spar
av egna och andras réster fran olika kontexter. Dessa ord och ros-
ter antas och forstas hur studenten tolkar dem.

Med andra ord sker ett perspektivbyte mellan Baktins spraklogik
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och sociokulturell teori som resulterar i ett paradigmskifte till mel-
lan jag och andra genom att studenterna dr medaktorer och med-
forfattare i de gemensamma kontinuerliga, oavslutade dialogerna
med egna och andras ord och roster. I denna zon eller arena gene-
reras ny mening och nya perspektiv utifrdn forstaelsen av sprak,
kultur och olika fenomen, men ocksd av sammanhangets och sam-
arbetets betydelse for lirande och utveckling.

Emellertid gar det inte att enkelt utgd fran att distansstudenter
med en gang har formégan att maximalt anvianda egna och andras
texters meningsinnehall for sitt och andras lirande. Denna larpro-
cess visar sig utvecklas ldngsamt och sker inte per automatik eller i
linjar progression mellan kurserna. Variationer finns ocksid inom
en kursuppgift, som mellan de dtta kursuppgifterna i de fyra hog-
skolekurserna. Sa vad har studenterna lart sig av egna och andras
ord i svaren pd kursuppgifterna, argumenten och responserna och
vad saknas? Och vad kan tillimpas och utvecklas i nitbaserad un-
dervisning? Resonemangen som fors i de tre artiklarna har en bre-
dare relevans for studenters lirande och utveckling i en niatbaserad,
akademisk kontext och ar darfor viktiga att diskutera vidare. Dels
vad som krivs av studenter och larare for att ett meningsfullt och
kreativt lirande i en nitbaserad, akademisk kontext kan mojliggo-
ras kollektivt som individuellt. Dels vilka incitament som kan
fraimja samarbetslarandet och laraktiviteterna pé distans.

I foljande kapitel vill jag darfor atervinda till nagra av de resul-
tat och incitament som de tre studiernas visar. Jag kommer att for-
soka narma mig likheter och skillnader, men ocksa transformering-
en fran den nétbaserade enkla priméra genren till den nétbasera-
de inledda sekundéra genren och betydelsen av potentialen, rés-
terna och argumentménstret i studenters asynkrona argumentering
och responsgivning samt betydelsen av relationerna mellan jag och
andra i deras texthandlingar, dven over tid. Det vill siga en nétba-
serad asynkron intertextualitet som ar kopplat till mening och li-
rande som formas, forhandlas och befists av och mellan studenter-
na. For att det ska bli mojligt att definiera och beskriva bada gen-
retyperna och intertextualiteten i en nitbaserad kontext och rela-
tionerna mellan jag och andra, kommer jag att illustrera detta ge-
nom deskriptiva resultat och i utvalda excerpts som visar olika dia-
log- och argumentmonster.
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9.2 Nétbaserad enkel primér genre

Den genre som framst framtrdder i de tre studierna dr den natbase-
rade enkla, primara genren. I den finns de direkta eller omedelbara
orden som har spar av studentens egen uppfattning, men ocksa till
viss del av andras asikter fran olika kontexter och uttryckta fran en
viss synvinkel eller visst perspektiv (1986, 2004b). Framfor allt ar
meningsinnehallet i studenternas responsgivning pa en enkel, var-
daglig nivd mellan kurserna och kursuppgifterna. Men viss varia-
tion finns 6ver tid ndr meningsinnehallet befasts mer eller mindre
av studentens egen rost och andras erfarenhets- och/eller litteratur-
baserade roster.

Resultatet som framtrider fran studie II, utifrin min reviderade
modell av Veerman och Veldhuis-Diermanses (2001), visas i tabell
7. Syftet var att undersoka i vilken utstrickning meningsinnehallet
och rosterna i de skriftliga, asynkrona responsernas relateras till
andra texter och om de inneholl en teoretisk dimension.

Tabell 7. Kategorisering av 40 studenters responser under kurs 1 och 2.

Kategori Inlagg/ Man Kvinna
responser (18 st, 45 %) | (22 st, 55 %)
Reproduktioner 177 (23 %) 91 (27 %) 86 (20 %)
Egen information 260 (34 %) 103 (31 %) 157 (37 %)
(exKkl. teort)
Forklarar (inkl. teori) 16 (2 %) 6 (2 %) 10 (2 %)
Utvirderar 227 (30 %) 105 (32 %) 122 (29 %)
Sociala 79 (11 %) 26 (8 %) 53 (12 %)
Summa 759 (100 %) | 331 (100 %) | 428 (100 %)

Kategoriseringen visar att 66 % av 759 inliagg kan betraktas som
mer eller mindre dmnesinriktade i den meningen att de innehaller
studentens egen uppfattning baserad pa erfarenheter och tyckanden
(34 %), utvarderingar av tidigare idéer eller kritisk granskning, po-
sitiva som negativa (30 %), men fa innehéller forklaringar med viss
teoretisk anknytning (2 %). 23 % av responserna innehéller repro-
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duktioner med accepterande och bekriftande inslag av vad andra
studenter redan skrivit. 11 % av responserna saknade helt amnes-
inriktning, eftersom de innehdller sociala yttranden som ”Bra job-
bat!”, ”Intressant och milande beskrivet!”, ”Tankvarda tankar!”.

Eftersom inldggen dr olika ldnga och manga av dem innehéller
en blandning av reproduktioner, egen information och utvirde-
ringar av tidigare idéer, positiva som negativa, kunde en mer detal-
jerad analys ha tagit hdnsyn till bide den varierande lingden och
olika blandningar av meningsinnehall. Darfor bor siffrorna och
procenttalen ses som en ganska grov uppskattning av innehallet,
men fullt tillracklig for att nd det ena syftet med studien. Jamforel-
ser med andra studier, exempelvis Schellens & Valckes (2005) som
kategoriserade 1 733 inligg efter Veerman och Veldhuis-
Diermanses modell (2001) visar att 94,2 % av inldggen var amnes-
inriktade och att 5,8 % inneholl organiserande, tekniska, sociala
sporsmal eller byggde pa nonsens.

Om jag hade anvint samma kategorisering som Schellens och
Valcke, kan 89 % av inldggen betraktas som dmnesinriktade, efter-
som alla kategorier, utom sociala, grupperades av forskarna som
amnesinriktade. Kategorin reproduktioner, som jag tillforde, fann
jag i huvudsak innehdller vad andra studenter redan hade beskrivit
och ar enligt min bedémning inte godtagbart dmnesinriktat i en
akademisk kontext. Den kategori som jag fann kunde urskiljas tyd-
ligast var de fa (2 %) som innehaller ”forklaringar” med explicita
teorianknytningar utifran tidigare reflektioner och idéer eller vida-
reutveckling av dem. 66 % av inliggen motsvarar di mer eller
mindre kategorin "dmnesinriktade”.

En annan studie av Erduran och Villamanan (2009), baserad pa
Toulmins argumentmodell, visar att bara 35 % av teknologstuden-
ternas skriftliga argumenteringar var godtagbara. Fokus har var pa
hur argumentets innehall relaterades till varandra. Resultatet av
min kategorisering, om den betraktas som ar ett grovt méitt pa stu-
denternas argumentation, dr dd mer jaimforbart med Erduran och
Villamanans studie. Eftersom kategoriseringen inte gav svar pa vil-
ka réster som formats i studenternas texthandlingar, valde jag att
gé vidare med att urskilja hur en studentgrupps asynkrona texters
meningsinnehdll medvetandegjordes av neutrala- andras- och egna
ord och roster. Virt att notera dr att hanvisning till forelasningar
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och seminarier saknas helt i alla 70 studenters texthandlingar.
Aven lirarnas roster dr osynliga eller implicita i studenternas svar
pa de ingdende atta kursuppgifterna. Fragan viacks om vilken bety-
delse forelasningar och seminarier har for studenters larande, med
tanke pa den dominerande seminariekulturen i lararutbildningen?

I foljande tre excerpts vill jag illustrera en enkel, vardaglig for-
andring av meningsinnehallet i tre responser av en student (namnet
ar fingerat) under de tre hogskolekurserna. Den inledande respon-
sen dr hamtad fran den forsta kursuppgiften i kurs 1 Lararuppdra-
get. En kurskamrat har i svaret lyft fram vikten av vardegrundsar-
betet i gymnasieskolan, vilket blir upphovet till foljande respons:

Harry: I min vardag har jag en lastbil med slip som ska hallas
rullande. Det ar alltid nét trasigt som behover fixas. Allt det dir
tar tid, tid som man skulle ha kunnat ha till arbete med virde-
grunden. (publicerat 4 september 2005)

Den andra responsen av Harry ir fran den andra kursuppgiften i
kurs 2 Lirande och utveckling dir en tydlig koppling till kurslitte-
raturen ska finnas med. En annan kurskamrat har i sitt svar pa
kursuppgiften konkretiserat undervisningssituationen i dmnet
kemi, vilket ger anledning till féljande respons:

Harry: ”Learning by doing” ar ju en metod som definitivt pas-
sar i kemi med mycket laborationer och mycket eget experimen-
terande. Genom att ligga upp kemilektionen sd som du beskri-
ver sd har du "maximerat” mojligheterna till det flerstimmiga
klassrum som Olga Dysthe beskriver i en av sina bocker. (publi-
cerat 25 januari 2006)

Den tredje responsen av Harry dr fran den andra kursuppgiften i
kurs 4 Skolutveckling dir studenterna ska observera en skolmiljo
och ge forslag pd en skolutvecklingsstrategi. En kurskamrat har
observerat en Priv-gymnasieklass under en lektion i amnet engels-
ka, vilket foranleder foljande respons:

Harry: En bra och madlande beskrivning och jag fick samma

tanke; den hir liraren har det inte litt. Du hanvisar till Emile
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Durkheim som menar att disciplin 4r nodvandig for att larande
skall uppsta och det tror jag ocksa. Finns inte disciplinen da blir
det latt som du beskriver; stokigt, hog ljudniva, elever som gar
omkring och gor annat... (publicerat 1 oktober 2006)

I dessa tre responser av Harry framtrader en speciell karaktar nar
meningsinnehillet dterknyts till hans egen skolverklighet. Aven en
viss forandring av meningsinnehdllet sker 6ver tid, fran erfaren-
hetsmissiga funderingar till mer litteraturanknutna. Men efter tre
hogskolekurser ar fortfarande meningsinnehallet i responserna pa
en enkel primar niva eftersom texthandlingarna dr oférberedda och
abrupta (1986, 2004b, s. 77). Oforberedda i den meningen att
Harry hamnar litt pad en nivd med att bekrifta och dteranvanda
vad andra studenter redan har beskrivit. Abrupta eftersom det sak-
nas vidare reflektioner 6ver eget handlande och vad forfattarna
skriver om i kurslitteraturen.

Om vi tittar nirmare pa vad som finns mellan jag och andra i
meningsinnehallet mellan de tre responserna framtrader en mer ny-
anserad bild. T texterna framtrader tva tal-nivder; dels vad Harry
skriftligt forsoker formulera i sina tre responser om vardegrunds-
arbetet, undervisningssituationen och utvecklingsmiljon i skolan —
speech plan; dels hur han verkar forsta avsikten med responsgiv-
ningen — speech will (Bakhtin, 1986, 2004b). Karnpunkten i de tre
inldggen handlar om Harrys egen vardagspraktik om lastbilen som
maste vara trafikduglig, eller bekrifta andras didaktik, eller om di-
sciplinproblematiken i skolan. Det som saknas ar en vidareutveck-
ling av och reflektioner 6ver den egna praktikens lirmiljo med
koppling till kurslitteratur och andra forfattare. Med andra ord
kan dessa dialoger hianforas till den natbaserade enkla primara
genren.

I utrymmet over tid mellan responserna, fran september 2005,
januari 2006 till oktober 2006, mojliggors en utveckling av studen-
ters metakognitiva formdga, saval individuellt som kollektivt. Obe-
roende av tid och rum kan de reflektera over sin forstdelse och sitt
eget larande tillsammans med andra och dirigenom 6ka medveten-
het om larprocessen. Detta aterspeglas till viss del i Harrys andra
och tredje respons, dir det finns antydningar till andra forfattares
roster om pedagogiska forhdllningssitt, som "learning by doing",
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ett flerstimmigt klassrum och ett tydligt ledarskap. Har framgdar
tydligare relationen mellan jag (Harrys ord) och andra (forfattare).
Meningsinnehallet i Harrys forsta respons tar sin borjan i en tidi-
gare handling om lastbilen, till att stoffet i den andra och tredje re-
sponsen successivt blir mer influerat av andra forfattares roster.
Men fortfarande aterges innehdllet mer generellt "neutralt" med
allmanna tyckanden som inte ar underbyggda med egna eller
andras ord. Meningsinnehallet kan diarmed jamforas som ett be-
mastringssteg “mastering”, eftersom Harry inte visar att han har
approprierat och tillignat sig (mastering as appropriation) andras
argument och motiveringar genom att omformulera ndgon inne-
bord till egna ord (Bakhtin, 1981; Wertsch, 1998).

I figur 4 ges en sammanfattning av tre tematiska dialogiska
monster som vaxte fram i analysen av en studentgrupps 189 skrift-
liga, asynkrona texthandlingar i studie I (se dven artikel I).

Diskurs Tematiska dialogiska monster
Passiv och e  accepterande och bekriftande
auktoritativ e passivt reproducerande

e monologisk och auktoritativ
e  tydliggor inte den mojliga meningspotentialen i dialo-
gen som utgdngspunkt for lirande och utveckling

Overtygande . accepterande, bekriftande och ifrdgasittande

och inledande | ¢ inslag av passivt reproducerande inligg

férhandling e inleder férhandlingar

e  responsgivningen skapar mojliga meningspotentialer

e anvinder sig inte av meningspotentialen som ut-
gangspunkt for lirande och utveckling

Overtygande | o  accepterande, bekriftande eller aktivt ifrigasittande

och medfor- och en vilja att vidareutveckla diskussionen
fattande for- | ¢  f3 eller inga inslag av reproducerande inligg
handling e  andras idéer och péstdenden gors om till egna ord
e  deltagarna blir deligare och medforfattare i berattel-
sen

e  forhandlingar

e  responsgivningen skapar mojliga meningspotentialer

e anvander meningspotentialen aktivt som utgdngs-
punkt for lirande och utveckling

Figur 4. Sammanfattande beskrivning av tre tematiska dialogiska monster.
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I figur 5 sammanfattas dialogens meningsmonster fran studie IT (se
aven artikel IT) med att sirskilja nivder av ord med olika roster som
formats i en studentgrupps asynkrona texthandlingar (N=2635).

Nivaer av ord Dialogens meningsménster
med olika réster

1. Neutrala ord e  dterger andras omvirldsbild

e  syftar pd ndgot generellt eller allmint tyckande

e  irinte underbyggt med egna ord frén litteraturen
eller egna erfarenheter

2a. Andras ord e  dterger reproduktioner av tidigare roster

e innehaller eko av andras roster

e uttryckliga roster hors genom andras roster

e  rosterna ar inte alltid bottnade i personen sjalv

2b. Andras ord e  dterger reproduktioner av andra forfattares roster

fran litteraturen e  bygger pd andra dmneserfarenheter och resone-
mang frin andra texter

e  refererar och omformulerar andras ord frén littera-
turen till egna ord

e  formar, forhandlar och befdster meningen

3. Mina ord e bir med sig roster med inre reflektioner och kinslor

e innehdller egna och andras roster, argument, moti-
veringar, motsagelser, erfarenheter etc. som appro-
prierats till egna ord

e  konstruerar och omkonstruera en gemensam me-
ning eller delar av den

e  formar, forhandlar och befaster meningen

Figur 5. Sammanfattande beskrivning av olika roster i skriftliga, asynkrona

dialoger.

Mer specifikt visas i ovan meningsmonster att det dr den personliga
definitionen, mellan jag; studenternas forméga att analysera och
tydliggora rosternas ursprung eller hallbarhet, och andra; utifran
andras erfarenheter och/eller forfattares ord, som tydliggors (Bakh-
tin, 1986, 2004a). Exempel pa en nitbaserad enkel primir genre
finns ocksd i studie I, men dir framtrader okat antal responser
med neutrala roster. Att dterge andras omvirldsbild, idéer och
tankar mer generellt neutralt papekar Bakhtin (1986, 2004b) ofta
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anvands senare i livet med ordet man: "Har man som larare for-
domar mot vissa elever...”. Men fortfarande finns i studie II all-
manna tyckanden: ”Jag tycker att du tog tag i problemen...”, eller
social bekriftelse: ”Ja, du kanske har ritt i att...”. Denna typ av
diskurs, som baseras pa tradition och konventioner med generella
och bekriftande uttryck, ar likvardig med en auktoritativ diskurs
(se figur 4) och forstaelsen som visas dr passiv pa grund av den ac-
cepterande karaktiren (Bakhtin, 1981).

Ett annat illustrativt excerpt pa en enkel primar genre ar fran
studie III nir en student argumenterar om ett fall dar en elev upp-
tackt att ett Dajm och ett busskort har forsvunnit frin en hans
viska i klassrummet och nigra nyanlinda elever som stdr utanfor
salen blir misstankta. Studenten Andrews (fingerat namn) tre ar-
gument redovisas under tva rubriker: "Borde gjorts” och ”Kom-
mentar”. Detta dr det forsta av Andrews tre argument:

Borde gjorts: Polisanmilan gors av berord elev och polisutred-
ning foljer.

Kommentar: Skolan skall éverhuvud taget inte utreda detta pa
egen hand. Enligt tillginglig litteratur (Erdis, 2008, s. 100) dr
individer 6ver 15 &r straffmyndiga och skall darfor anmailas till

polis vid misstanke om brott. [...]

Om vi tittar narmare pa hur kombinationen av Bakhtins teorier om
dialoger och Toulmins argumentmodell kan dskadliggoras i detta
argument (se figur 3 och 8), overfor studenten generella, neutrala
ord (pastaende C enligt Toulmin) om polisanmilan och andras
ord (data D enligt Toulmin) fran litteraturen och hans egna ord
(styrkemarkér Q enligt Toulmin) genom att bekrifta: ”Skolan skall
overhuvud taget inte utreda detta pa egen hand”. Yttrandet ar inte
forhandlingsbart och 6ppnar inte for ytterligare resonemang. Ar-
gumentationen kan jamforas med réster fran en skolpolitiker eller
en skoljurist, niar studenten genom passiv forstaelse formedlar
egna och andras ord. Gruppmedlemmar svarar inte pa hans inligg,
trots att de har flera dagar pa sig att gora det och skapandet av ny
mening misslyckas (Lotman, 1988). Likasd kan studentens argu-
mentation karaktdriseras som auktoritativ diskurs och forstaelsen
som passiv eftersom texthandlingarna ir monologiska. Aven fe-
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nomenet lurking kan hdnforas till den enkla primira genren, dar
vissa studenter visar att de har list vad andra skrivit. Men de bi-
drar inte till meningsutbytet, eftersom de svarar knapphandigt med
eller utan teorikoppling eller sent/inte alls (Henri i Dysthe, 2002).
Konsekvensen blir att dialogutbytet inte utvecklas vidare med ord
som approprierats till “mina ord” (se figur 5).

Tabell 8 illustrerar Harrys, Evas och Carls responsgivning kont-
ra tid i januari 2006.

Tabell 8. Exempel pa studenters responsgivning kontra tid.

Student Datum & | Student Datum & | Student Datum
tid tid & tid
Harry 25/1- Eva 25/1- Carl 27/10-
2006 2006 2006
respons 1 09:08 respons 1 10:31 respons 1 20:09
respons 2 09:35 respons 2 10:41 respons 2 20:57
respons 3 10:09 respons 3 12:46 respons 3 21:22
respons 4 18:59 respons 4 13:11 respons 4 22:01
respons 5 19:24 respons 5 14:29 respons 5 22:13

Det som framtrader ar att studenternas tolkning av en annan stu-
dents svar pa en kursuppgift eller respons verkar skapas kollektivt i
stunden under en viss tidsperiod. Harry anviander uppemot 30 mi-
nuter for att skriva en respons pa en kursuppgift, medan Eva an-
vander 10-15 minuter. Carl skiftar mer, mellan 12 och 50 minuter.
Under denna tid utvixlas det delade meningsutbytet mellan studen-
terna. Antingen direkt via tangentbordet framfoér datorskdrmen el-
ler forberett utifran anteckningar. Oavsett handlingsutrymmet tyd-
liggors att studenterna efterhand anviander meningsinnehéllet i de
skriftliga, asynkrona dialogerna eller delar av det pa ett nytt satt
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och det blir successivt foremal for olika forhandlingar och tolk-
ningar.

Sammanfattningsvis visas i den nitbaserade enkla primira gen-
ren att larprocessen kan kidnnetecknas som exercise in social theo-
ry. Det vill siga en form av dialogism dir studenternas kommuni-
kation, texthandlingar och 6msesidiga beroende framst ar socialt
eller kollektivt organiserade genom dialogiska interaktioner (Bakh-
tin, 1981; Holquist, 1990, 2002, s. 37; Wertsch, 1991). Det ar dar-
for mojligt att pasta att studenternas brist pa vetenskaplighet eller
akademiska kod antingen kan ses som en osynlig, social tradition
bland studenter att ndtbaserat erfarenhetsutbyte och nidtbaserade
diskussioner inte ar en nodvandig laraktivitet. Eller sa kan tradi-
tionen ses som att den dr skapad av roster fran yttre experter eller
larare som inte faster avseende vid eller formativt bedomer sociala
och dialogiska interaktioner i tillracklig utstrickning (Matusov,
2007).

9.3 Nétbaserad inledd sekundér genre

Den genre som framtrader till viss del i studierna dr en inledd
transformering fran den natbaserade primara genren till den natba-
serade sekundira genren. Jag har valt att benamna genren for nét-
baserad inledd sekundér genre. Skillnaden ar att i den sekundira
genren ska en mer komplex och relativt vil utvecklad och organi-
serad vetenskaplig kommunikation uppsta, vilket betonas i en
akademisk kontext. Den kan exempelvis jimforas med avhandling-
ens vetenskapliga text om teorierna kring och analysen och tolk-
ningen av studenternas nitbaserade argumentering och responsgiv-
ning. Den nitbaserade inledda sekundara genren blir speciellt tyd-
lig ndr jamforelser gors mellan studierna I och I med gruppvis re-
sponsgivning och studie III med gruppvis argumentering. I studie
III 4ar meningsinnehdllet i 30 studenters nitbaserade argumente-
ringar (N=253) om autentiska ledarskapsfall mer komplexa, i jam-
forelse med 40 studenters responsgivning och diskussioner om sju
kursuppgifter i studie I och II (N=759).

Tabell 9 redovisar det deskriptiva resultatet av argumentanaly-
sen i studie III (se dven artikel III). Majoriteten av inliggen (64 %)
innehaller i vilken utstrickning studenterna har anvint sig av
Toulmins obligatoriska objekt: pastdende (C), data (D) och garant
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(W) och mer eller mindre av de frivilliga objekten: styrkemarkor
(Q), villkor (R) och understod (B) samt i vilken utstrackning de var
engagerade i att jamfora olika yttranden och motivera motstridiga
argument (se dven figur 3). Resultatet visar ocksa att det finns sto-
ra skillnader mellan de fem studentgrupperna, frin 48 % till 84 %
med de flesta argumentobjekten. Det finns dven variationer, fran 5
% till 33 % med tva objekt som mellan 10 % till 20 % med tre ob-
jekt. Speciellt utmarker sig grupp B med flest antal argument med
enbart tvd objekt (33 %) och ldgst antal argument med de flesta
objekten (48 %), i jamforelse med grupp E som har flest antal ar-
gumentobjekt (84 %) och endast 5 % med tva objekt.

Tabell 9. Antalet skriftliga, asynkrona argument med objekten C, D, W, Q, R,
B i fem studentgrupper (N=30).

Grupp | Grupp | Grupp | Grupp | Grupp | N=30
An=7 B n=$§ Cn=6 D n=6 E n=6
Antal 77 70 109 48 58 362
argument
Selektiv 63 61 58 34 37 253
analys (82%) (87%) | (53%) (71%) (64%) (70%)
CD, CW, CR, | 15 20 12 4 2 53
DR, WB (24%) (33%) | (21%) (12%) (5%) (21%)
CDW, CDR, 10 12 6 S 4 37
CWR, DWR (16%) (20%) | (10%) (15%) (11%) (15%)
CDWB, 38 29 40 25 31 163
CDWR, (60%) (48%) | (69%) (74%) (84%) (64%)
CDWQ,
CDWB

Anm. C, pastdende; D, data; W, garant; B, understod; Q, styrkemarkor; R,
villkor

Resultatet visar att argumenteringen innehallande tva eller tre ob-
jekt har mer karaktiren av auktoritativ eller monologisk diskurs
och kan darfor hanforas till den enkla primara genren. Innehéllet
visar brist pa relationen mellan objekten och den dialogiska dimen-
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sionen till neutrala-, andras- och egna ord med olika erfarenhets-
missiga och litteraturanknutna roster. I artikel III (Amhag, Lis-
beth, 2010e) illustreras resultaten av denna analys och samspels-
dimensionens betydelse. Aven talutrymmet speech zone mellan
jag (studenten) och andra (kurskamrater och forfattare) konkreti-
seras (Bakhtin, 1981; Lave & Wenger, 1991; Wenger, 1998). Beak-
tas ska att studenterna i denna kurs i en tidigare kursuppgift hade
tranat sig i att ge respons gruppvis. Den tidigare responsprocessen
kan vara en bidragande orsak till att de skriftliga, asynkrona ar-
gumenten innehdller mer trovirdiga och 6vertygande beligg base-
rad pa egna och andras erfarenheter och litteratur. Utifran Toul-
mins argumentmodell (1958) urskiljs objekten: C, D och W och

mer eller mindre Q, R och B i figur 6.
Understsd \Chris: Jag ser att alla fall har det gemensamt, att det &r
B psgundav < POjkar som rdkar illa ut och pojkar eller man som &r
orsaken. Det &r svart att inte reagera och med Mats
Bjornssons rapport: Kén och skolframg8ng i farskt minne
Data ser jag att vi har har reproducerat en problembild som
D gar genom mycket nar det galler skolan. Jag menar att vi
som blivande pedagoger har ett stort ansvar och ett stort
te framfor oss for att dessa pojkar skall f8 en
eftersom _ fungerande skolg&ng. Omsorgen galler givetvis bada
kdnen och alla ~Navsett kén som anser sig ora
ad publiserat 2008-10-08)  Styrkemarkdr
Garant Q alltsd
W efterso Katrina: Eftersom jag har sikte pa att bli ldrare p3d
frisdrprogrammet, med en mycket stor majoritet Data
kvinnliga elever sa verkar jag ju f& en problemfti D
situation. N& skamt asido,/mitt 8r som larare visade mig

Understsd att det férekommer probl bland de kvinnliga eleverna
B »8 arna sy~ OCKSE. Inget sorhandla

m vald, men daliga
hemférha gar, brak o\ avundsjuka etc.

Styrkemarkér
Q alitsé

P&stdende C
Figur 6. Argumentménster utifrin Toulmins argumentmodell.

I ovan excerpt vill jag illustreras en inledd transformering, frin den
enkla primira till sekundira genren. En studentgrupp (namnen dr
fingerade) har i tre dagar argumenterat om olika autentiska ledar-
skapsfall. Studenten Chris konstaterar att det gemensamma i fallen
handlar om genus: ”att det 4r pojkar som rakar illa ut och att det
ar pojkar eller min som ir orsaken”. A ena sida vixer ett argu-
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mentmoénster fram av studenternas tillvigagangssatt nar de formu-
lerar det erfarenhetsmissiga innehallet i argumentet. I argumentet
ovan mots Chris pédstdende (C) om problemet med pojkar som
bygger pa data (D) fran kurslitteraturen, med Katrinas pastdende
(C) att det finns problem bland flickor ocksa som bygger pa hennes
erfarenhet (D) under ett 4r som obehorig larare. Relationerna mel-
lan dessa problembilder i skolan (W) och litteratur- eller erfaren-
hetsbaserade meningar understods (B) ytterligare av Chris, efter-
som han markerar (Q) att oavsett kon ska ingen elev kdnna sig
orattvist behandlad. Katrina villkorar (Q) och forklarar (R) att
problembilden bland flickor kan handla om daliga hemfoérhéllan-
den, dtstorningar, brdk och avundsjuka. Chris ser ett villkor (R)
eller en forutsattning for blivande larare att det krdvs ett stort arbe-
te och kompetens for att fa en fungerande skola for dessa elever. A
andra sidan vixer ett dialogiskt argumentménster fram.

Neutrala
ord

Andras

ord frén
litteraturen

Chris: Jag ser att allg£a1l har det gemensamt, att det ar
pojkar som rdkar illd ut och pojkar eller man som &r
orsaken. Det &r svart att inte reagera och med Mats
Bjornssons rapport: Kén och skolframg8ng i farskt minne

ser jag att vi har har reproducerat en problembild som

Andras ° . e .

gar genom mycket nar det galler skolan. Jag menar att vi

som blivande pedagoger har ett stort ansvar och ett stort
arbete framfor oss for att dessa pojkar skall fa en
fungerande skolgdng. Omsorgen géller givetvis bada
kdnen och alla oavsett kdn som anser sig orattvist
behandlade. (publiserat 2008-10-08)

Katrina: Eftersom jag har sikte pa att bli lrare pd
frisbrprogrammet, med en mycket stor majoritet [ Neutrala
kvinnliga elever s3 verkar jag ju fa en problemfri ord

situation. N& skamt asjdo, mitt &r som larare visade mig
att det forekommer prbblem bland de kvinnliga eleverna
ocks&. Inget som han( \ar om vald, men daliga

hemférhallanden, ats ningar, brak ¢ th avundsjuka etc.
(publiserat 2008-10-02

Andras
ord

Figur 7. Dialogiskt argumentmonster utifrdn Bakhtins teorier om dialoger.
I figur 7 illustreras ett dialogiskt argumentménster utifran Bakh-

tins rostbegrepp (Bakhtin, 1986, 2004b, s. 88) med att urskilja
studenternas neutrala, andras och egna ord. I det dialogiska argu-

117



mentmonstret framtrader att Chris anvander neutrala ord med att
generalisera problembilden om pojkar, andras ord fran litteratur av
Bjornsson och egna ord nir han ser ett genusproblem. Katrina an-
vander neutrala ord om att hon verkar fa en mer problemfri situa-
tion med kvinnliga elever, andras ord utifran sina erfarenheter som
larare och egna ord om att problembilden bland flickor kan vara
orsakade av diliga hemforhallanden, atstorningar, brak och av-
undsjuka. Chris och Katrinas texthandlingar dr dirmed fyllda av
dialogiska évertoner eller ekon fran andras roster och resonemang
fran andras texter (Bakhtin, 1986, 2004b, s. 92). I figur 8 belyses
kombinationen av Bakhtins rostbegrepp och Toulmins argument-
modell, diar Bakhtins teorier om dialoger ska ses som ett Gvergri-
pande ramverk.

i Meningsinnehall med andras texter som bestar mer eller mindre av: |
: Neutrala ord - aterger andras omvarldsbild, generellt & allmént tyckande :
: Andras ord - eko av andras roster, litteratur- & erfarenhetsbaserade :
1 Mina ord - egna och andras roéster som gjorts om till egna ord |

!

1 \ 4

1 Y

: Styrkemarkor (Q)

! bekraftar pastaendet och

, anger graden av styrkan i det

<

Data/grund (D) Pastaende (C)
information som pastaendet ‘kanske”,| stdndpunkt som faststéller eller
bygger pa ex. studier, personliga "alltsa” rattfardigar de normer eller
erfarenheter, sunt fornuft eller varden som maénniskor haller
uttalanden som anvéands som stéd eller dnskan om accept

Garant (W) Villkor (R)
explicita eller implicita argument ‘om” | knyter an till Q med forklaringar eller
som férklarar relationen mellan 'men omsténdigheter som motsager

data och pastaendet pastaendet, data eller garant eller
l kvalificerar ett argument

“darfér att”
“eftersom”

»

Understod (B)
kopplas direkt till W med ofta
implicita motiv till underliggande
antagande eller pastaende

“darfér”
‘pa grund av”

Mottagarkompetens i ett samarbetslarande
Figur 8. Kombination av Bakhtins rostbegrepp och Toulmins argumentmodell

till ett dialogiskt argumentmonster.

I meningsutbytet mellan studenterna bildas ett dialogiskt argu-
mentmonster genom kedjan av olika yttranden som formats av ros-
ter med neutrala-, andras- och egna ord samt tillvigagdngssittet

118



med hjilp av de olika objekten C, D, W, Q, R och B. Denna pend-
ling mellan subjekt och objekt skildrar Lekensgard Hoel (2001)
som att ha kinsla for mottagarens perspektiv och kraver ett visst
matt av textkompetens och formdaga att bedoma texten utifrdn de
tankta ldsarnas ogon. I studenternas skriftliga argumentation be-
svaras tva fragor (Bakhtin, 1986, 2004b, s. 95; Wertsch, 1991, s.
53). Den forsta fragan dr: who is doing the speaking? Det vill siga
studentens tillvigagingssitt nar argumentet formuleras med exem-
pelvis pastdenden, data, garanter och ekon fran andras roster. Den
andra fragan ar: who is being addressed? Det vill siga att motta-
garen alltid medverkar i meningsinnehallet genom adressiviteten,
eftersom yttrandet ar adresserat till kurskamrater och lirare som
tillsammans bar pa roster som ar avliagsna bade socialt, kulturellt
och i tid och rum. Orden i texterna kan liknas vid redskap och
ddarmed fyller varje ord i argumentets meningsinnehdll en funktion.
Larprocessen kan darfor beskrivas som en inre och 6ppen kamp
mellan olika stindpunkter och varderingar, dir en forhandling tar
vid nir olika roster mots och kommer till tals.

Om vi niarmare studerar en inledd transformering fran den nit-
baserade enkla primara till den nitbaserade sekunddra genren i
borjan av lararutbildningen kan den forst urskiljas nir studenterna
i kurs 2 borjar bli allt battre pa att ta fasta pa meningspotentialen i
svaren pa kursuppgifterna med att jamfora olika texter: ”Jag tyck-
er du tar upp en viktig fragestillning som inte belyses i rapporten,
?. ”Jag tycker att din text 4r mer Overensstimmande
med verkligheten dn den artikel vi skulle ldsa”, ”]Jag fastnade for
det du sa om att...”. Studenterna borjar se motsittningar och
griansdragningar mellan olika argument och asikter. Den aktiva
forstaelsen borjar skapa férutséttningar for vidare respons, over-
enskommelse och motargument. I slutet av kurs 2 innehaller allt

namligen att...

fler av studenternas responser aktivt ifrdgasittande eller en vidare-
utveckling av tidigare diskussioner genom att andras teorier, pasta-
enden och erfarenheter utvecklas mer med egna ord: ”Ditt exempel
visar tydligt pd att Vygotskijs teorier om lirande och utveckling
stiammer med verkligheten nir du beskriver...”
erfarenheter med en av mina elever, men tyvirr har det inte gatt

lika bra...”.

, ”Jag har liknande
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Denna medierade larprocess kan karaktiriseras som mediation
on knowledge, vilket innefattar reflektioner over sin och andras
forstaelse och erfarenheter. Ett skeende som har en avgorande roll i
larprocessen (Holquist, 1990, 2002, s. 18). De medierade hand-
lingarna och omsesidiga undervisning (reciprocal teaching) mellan
studenterna kan ses som en procedur av dter-medierade handling-
ar, vilket ger studenterna nya redskap i deras "kulturella verktygs-
lada" (Wertsch, 1998, s. 127). Meningspotentialen i texterna ut-
vecklas inte enbart av relationen mellan skribent och lisare, utan
den forverkligas forst nir den anviands pa andra sitt tillsammans
med andra (Lekensgard Hoel, 2001; Dysthe, 2002). Studenterna
borjar med att forsiktigt prova sig fram pad egen hand med att vax-
la mellan olika meningsbetydelser. Men i det sociala samspelet med
andra borjar de efterhand anpassa eller avgransa sig till andras tex-
ter. Meningsutbytet kan betraktas som en two-sided act, mellan
savil studentens erfarenhetsmissiga texthandlingar, som mellan
andras litteraturanknutna ord och roster (Rommetveit, 2003, s.
214). Studenterna inleder en férhandling mellan olika meningser-
bjudanden och argumenterar mer for sina pastdenden pa ett annat
satt an vad de gjorde tidigare och aterknyter mer till de ursprungli-
ga texterna.

Sammanfattningsvis visas i den nitbaserade inledda sekundara
genren att de dialogiska interaktionerna mellan studenterna succes-
sivt bidrar till ett paborjat vetenskapligt skrivande genom att de
blir medaktérer som bade deldgare och medférfattare i en gemen-
sam berittelse. Studenterna lanar varandras uttryck och ord fran
litteraturen och det blir en motesplats for samspel och konfronta-
tion mellan meningsinnehéllet i argument och responser. Relatio-
nen mellan tanke och ord, blir en rorelse frin tanke till ord och
fran ord till tanke. Att forstd meningen i ett yttrande ar en aktiv
handling, eftersom en dialog kan uttryckas pd manga olika satt och
realiseras med att exempelvis instimma, visa sympati, ha inviand-
ningar eller ge motstand eller stod. Det vill siga en form av olika
diskursiva yttranden med ord och réster som mots i dialogutbytet.

Larprocessen mellan jag och andra kan sammanliknas med Lah-
teenmikis (2005) term use-theory of meaning, nir studenterna
borjar anvianda “teorier av mening” och i olika utstrickning nar en
forstaelse, overenskommelse och ett meningsfullt lirande. I detta
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situerade, natbaserade ”mellanrum” ingar skribent, text och ldsare
och studentens forstaelse for savil den egna texten som andras tex-
ter och jaimforelser dem emellan. Pa detta sitt ser jag att Bakhtins
teorier om dialogiska interaktioner och dialogiska 6vertoner byg-
ger broar med sociokulturell teori om samarbetets betydelse for ett
kollektivt och individuellt ldrande.

9.4 Natbaserad intertextualitet

Fenomenet som framtrader mer eller mindre i avhandlingens alla
tre studier ar att det finns en potentialskillnad mellan ett interindi-
viduellt och intertextuellt tillvigagdngssatt i studenternas skriftiga
asynkrona dialoger. Den potentialskillnaden visas bland annat ge-
nom att studenternas resonemang blir en resurs nir meningen be-
fasts och approprieras mer eller mindre med egna ord utifrdn
andras ord, sivil litteratur- som erfarenhetsanknutna. Detta me-
ningsmonster dr karakteristiskt for den nétbaserade intertextuali-
teten, dar individuella och kollektiva texter bryts mot varandra
och bidrar till att studenterna konstruerar och omkonstruerar en
gemensam mening om begrepp och foreteelser, eller delar av den
(Bakhtin, 1981; 1986, 2004b; Kristeva i Moi, 1986). Denna méng-
fald av roster visar sig i den selektiva analysen av studenternas
texthandlingar utifrin Bakhtins dialogteorier. Tre dialogiska di-
mensioner eller samordnare blir tydliga: 1) studentens meningsin-
nehall i de skriftliga, asynkrona argumenten och responserna, 2)
studenten som mottagare och lasare, 3) yttre texter av andra forfat-
tare. Dimensionen mening blir ett resultat av spanningen i skillna-
den mellan jag och andra. Dimensionerna samspel och samarbete
blir ett resultat genom adressiviteten mellan studenternas text-
handlingars teoretiska och praktiska roster, som dr avliagsna bade
socialt/kollektivt, kulturellt/bildande och i tid och rum.

I nedan figur 9 visualiseras den nitbaserade intertextualiteten ut-
ifran Bakhtins teoretiska rostbegrepp och Toulmins praktiska ar-
gumentmodell. En student argumenterar om ett ledarskapsfall dar
en 12-drig pojke i komplicerade larandesituationer och sociala rela-
tionsproblem riskerar att bli flyttad tillbaka till den gamla skolan
om inte situationen forbittras. I mangfalden av roster utifrdn ett
Bakhtinianskt perspektiv finns i studentens argumentation pdsta-
endet (C) att ”det verkar markligt att den forra skolan inte har

121



kunnat l6sa problemen”, darfor han ser att relationen (W) brister
mellan elev och lirare med grunden (D) fran andra forfattares ord.
Studentens egna ord om ”vilken viktig roll interaktionen mellan
skola och hem har” anviands som understod (B). Vidare anvands
neutrala ord om att ldrare generellt sett har ett stort ansvar att
skapa goda relationer, som dr ett villkor (R) i lararuppdraget. Sist
finns andras ord om att ”for den enskilde liraren dr det mycket
begart att skapa djup och ansvarskidnnande relation”, som styrker
(Q) pastdendet om franvaron av atgirder i skolan for att forsoka
16sa elevens problem.

[...] Det verkamérkligt att den férra skolan inte

har kunnat 16sa problemen. I Vdrdegrundsboken
pa s. 61 star: "Ibland forvantas skolan klara av
saker som foréldrarna inte méktar med". I
—_Vardegrundsbokens avsnitt om skola och
fijréldrars gemensamma ansvar (s. 59-65)
B o2 grund o framgar tydligt vilken viktig roll interaktionen
mellan skola och hem har. I det har fallet &r det
en tydlig brist pd en s8dan. [...] I Ldraren i etikens
motljus finns tva intressanta passager om
Garant begreppet "Social sensitivitet"(s. 34-35) och Data
W eftersom < "Tillit"(s. 72-73) som jag ser &r viktiga faktorer for D
relationen mellan elev och larare och for att skapa
ett fungerande fortroende. Jag &r medveten om Neutrala
att det ar ett stort ansvar fér den enskilda larare ord
och en hel del begart, att skapa en mer djup och
ansvarskannande’relation till eleven [...].

Andras

ord fran
litteraturen

Styrkemarkdr
Q alltsé

Figur 9. Nitbaserad intertextualitet utifrdn Bakhtins rostbegrepp och Toul-

mins argumentmodell.

Det som ocksd dskadliggors i den ndtbaserade intertextualiteten ar
att meningen i andras texter dr beroende av relevansen i innehdllet
hela vagen ner till de enskilda orden. I de enskilda meningarna kan
utifrdn Toulmins argumentmodell en finare struktur urskiljas, fran
pastaende (C), data (D) fran litteratur, understod (B) och villkor
(R) i lararuppdraget, till garanter (W) som forklarar relationen
dem emellan (se dven figur 8). Studenten visar i argumentationen
aven en adressivitet och mottagarkompetens eftersom fler och fi-
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nare spar av aktiv férstaelse kan urskiljas av neutrala-, andras- och
mina ord mellan jag och andra som knyter an och kvalificerar me-
ningsinnehallet. Exempelvis genom yttrandet: [...] begreppet “So-
cial sensivitet” (s. 34-35) och “Tillit" (s. 72-73) som jag ser ar vikti-

»

ga faktorer for relationen...” och yttrandet ”Jag ar medveten om
att det 4r ett stort ansvar for den enskilde lararen...”.

Ledarskapsfallet vicker studentens intresse, vilket bidrar till ett
aktivt skapande av nya overtygelser och slutsatser fran olika kallor
om betydelsen av relationen mellan hem och skola. Av spanningen
i skillnaden mellan dessa texter skapas ett slags medférfattarskap
och deldgarskap genom de erfarenhetsmissiga och litteraturan-
knutna rostena i meningsinnehéllet (Rommetveit, 1992; 2003). Di-
alogiskt kan darfor studentens argumentation karaktiriseras som
Overtygande diskurs, for att det finns varierade och motsigelseful-
la roster som provas kritiskt i argumentationen. De motsagelsefulla
rosterna skapar dd forutsattningar for ytterligare argumentation.
Larprocessen kan beskrivas som att formellt och informellt larande
integreras pa tvd kompletterande sitt; dels som en omsesidighet;
dels som motsittningar (Bakhtin, 1981; 1986, 2004b; Markova,
1992).

Den nitbaserade intertextualiteten klargors dirmed pa olika satt
genom mangfalden av roster i meningsinnehdllet. Endera aterger
studenten framst andra forfattares ord: ”Enligt den franske socio-
logen Emile Durkheim och Bernt Gunnarsson (1999, s. 54) sd ar

»

disciplin nodvandigt...” eller anknyts resonemangen mellan forfat-
tare och studentens erfarenhet: ”Gunnarson (1999) pratar mycket
om vikten av att det rdder disciplin i klassrummet och att ldraren
har ”makten” i klassrummet. Jag har sjalv varit med om att...”,
eller utvecklas meningsinnehéllet erfarenhetsmassigt: ”Min erfa-
renhet 4r att det inte racker med tillsigelser och tjat. Det som bru-
kar fungera bast ar...”. Den nitbaserade intertextualiteten kan lik-
stallas med en double-voiced discourse (Bakhtin, 1984, s. 185).
Den dubbla riktningen i argument och responser innefattar saval
enskilda studenters tillvigagangssatt i skapandet av meningsinne-
héll, som anviandandet av egna och andras litteratur- och erfaren-
hetsbaserade ord och roster.

Konstruktion av ”ménga stimmor” i studenternas nitbaserade
texthandlingar kan dven betecknas som polyfoni dir orden har lika
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varde eller auktoritet (Meoller Andersen, 2007). Ett illustrativt ex-
empel pa polyfoni dr fran studie II ndr en student har observerat en
utvecklingsmiljo i skolan och beskriver vilka fordomar som finns
mot kvinnliga elever pa ett fordonsprogram genom att aterge elever
och ldrares uttalande: ”Att kora lastbil ar inget for “fruntimmer””.
Som jag tolkar yttrandet har de olika orden lika virde eller aukto-
ritet, eftersom det innehdller sina egna Gvertoner genom ekon av
roster fran tidigare anvindare (Bakhtin, 1986, 2004b, s. 92). Var-
ken studenten som citerar andra elever och larare pa skolan, eller
de roster som format yttrandet socialt och kulturellt, far sista ordet
eller ger forklaringar till den bakomliggande fordomen. Bakom or-
den finns en vilja eller 6nskan och darfor lever fordomen vidare.

Sammanfattningsvis bygger Bakhtins teorier om dialoger broar
mellan sdval sociokulturell teori om samarbetets betydelse for ett
kollektivt och individuellt lirande, som med Toulmins argument-
modell om argumentets objektuppbyggnad (se dven figur 8). Ton-
vikten i natbaserad intertextualitet blir pd perspektivbrytningen
mellan Bakhtins teorier, sociokulturell teori och Toulmins praktis-
ka argumentmodell, inte pa aktiviteten i sig. I larprocessen, fran
meningsinnehallet i texten till mottagaren/lasaren, skapas och ater-
skapas kontexter, sdvil i den nidtbaserade enkla primira genren,
som i den inledda sekundira genren, dar de individuella och kol-
lektiva texterna bryts mot varandra. Den form av mottagarkompe-
tens studenterna uppvisar ar att de genom sina texthandlingar ut-
trycker sin forstdelse pd olika sitt i de individuella svaren pd de
atta kursuppgifterna och de kollektiva argumenteringarna och re-
sponsgivningarna. En texthandling ar alltid dialogisk, trots att me-
ningen kan vara tyst och dold och komma till uttryck vid en senare
tidpunkt genom andra texter eller handlingar. Som exempelvis i
excerptet i figur 7 nar en studentgrupp efter tre dagars argumente-
ring om olika autentiska ledarskapsfall upptacker att det gemen-
samma i fallen handlar om ett genusproblem. Denna upptiackt moj-
liggors i samarbetet med andra.

For att kunna illustrera de nitbaserade larprocesserna har jag i
olika excerpts noggrant beskrivit och forklarat vad som framtrader
och vad som saknas, teoretiskt som empiriskt. Den sociala, kolla-
borativa dimensionen i intertextualiteten visas av att det skapas
forutsattningar for hur studenter kan tillagna sig och appropriera
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det enorma forradet av andras upplevelser och erfarenheter och
gora vissa delar till sina egna genom dialogisk interaktion
(Wertsch, 1998). Det betyder att nir det fanns en potentialskillnad
mellan sdvil studenters egna som andras uppfattningar och erfa-
renheter, blir olika synsitt och virderingar tydliga och mojlighet
for ny mening genereras. Det vill siga i samarbetsldrandet uppstar
en mottagarkompetens.

Den nitbaserade intertextualiteten kan ocksd symboliseras som
medierad av ord och att den ar inbiddade i en dialogic inter-acts,
genom att studenterna gemensamt konstruerar och omkonstruerar
en gemensam mening om begrepp och foreteelser eller delar av den
(Rommetveit, 2003, s. 214). Det vill sidga att lirandet skapas och
medieras bade kollektivt och individuellt mellan jag och andra.
Dels visar den nitbaserade intertextualiteten att texthandlingarna
for in andra dialogiska forhdllanden, hinder och mojligheter. Dels
visas att det finns en skillnad mellan ”talk-in-interaction” ansikte
mot ansikte och att skriva och ldsa en nitbaserad text bland olika

genrer (Linell, 1998, 2001, s. 269).

9.5 Slutsatser och implikationer

Genom tre empiriska studier om nitbaserade studentdialoger med
argumentering och responsgivning har jag forsokt bidra till den
nétbaserade dialogiska pedagogiska forskningen (Amhag, Lisbeth
& Jakobsson, 2009; Amhag, Lisbeth, 2010c; 2010e). For att forsta
komplexiteten och mangfalden av roster och tillimpningarna i och
mellan studenters nitbaserade texthandlingar, tillférdes Bakhtins
teorier om dialoger till sociokulturell teori och Toulmins argu-
mentmodell. Genom kombinationen av dessa tre teorier breddas
och tydliggors bide samarbetsperspektivet och de dialogiska och
pedagogiska tillimpningarna. Mellan jag (studentens ord och ros-
ter) och andra (studenters/forfattares ord och roster) vaxte olika
dialogiska argumentmonster fram.

Jag upptickte ocksd att Bakhtins vidgade sprakbegrepp kriaver
ytterligare forklaringar om hur dialogiska larprocesser skapar ny
mening genom att skriva, ldsa och granska egna och andras texters
meningsinnehall, &ven om ny mening kan sparas implicit och/eller
explicit. T utvalda excerpts urskiljs och beskrivs hur studenternas
natbaserade texthandlingar forindras och utvecklas nir menings-
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innehallet i dem konfronteras med andras pastdenden och fakta
som bekriftas, forklaras, motsiags och/eller kvalificerar olika me-
ningsbarande delar.

I resultatet framtrader tvd viktiga generella resultat, inte bara i
enskilda dialoger utan dven i gruppvisa, som en stegrad individuell
och kollektiv kompetens. For det forsta att sociala och dialogiska
interaktioner ska forstds som bade en individuell och kollektiv
kompetens som studenter utvecklar nar de skriver egna texter och
laser andras, tar del av egna och andras erfarenheter och forfatta-
res texter, men ocksd argumenterar, ger respons, diskuterar och
samarbetar med olika kursuppgifter. Den kompetens som vanligt-
vis studeras i en pedagogisk kontext dr den individuella kompeten-
sen, eftersom kollektiv kompetens ofta hanfors till ett organisato-
riskt lirande, att foriandra en verksamhets sitt att tinka och arbe-
ta. Men jag menar det finns en syntes i och mellan bdda kompeten-
serna. Denna dubbelhet visas i avhandlingens studier pa tvd kom-
pletterande sdtt: mening som resultat av spanningen i skillnaden
mellan jag och andra och mening som samarbetsformaga, att la-
rande vixer fram och medieras i en social/kollektiv och kultu-
rell/bildande kontext (Vygotsky, 1978; Wenger, 1998; Wertsch,
1998). Larprocessen mellan jag och andra menar jag dven bidrar
till en kollektiv kompetens.

Studenterna som ingdr i de tre studierna (N=70) lyckas succes-
sivt utveckla en formdiga, savil pa egen hand som med stod av
andra, att anvdnda sig av de skriftliga, asynkrona responserna och
argumenten som ett aktivt och kreativt redskap for att forstda och
anvinda sig av egna och andras erfarenheter, argument och alter-
nativa losningar, men ocksd litteratur. Virdet av det studenterna
skriver om eller hur kreativa de dr nir de formulerar inliagget, av-
gors av i vilken utstrickning de anvinder egna ord som breddar
och utvecklar vidare andra studenters och forfattares uppfattning-
ar. I denna larprocess mojliggors att studenterna efterhand utveck-
lar ny forstaelse och nya perspektiv om olika fenomen, normer och
viarderingar. D3 blir det realiserbart for dem att reflektera 6ver och
kritiskt granska egna och andras texter pd ett nytt och annat sitt,
som inte tidigare var mojligt. En form av metareflektion.

Forutsittningarna for en genuin dialogsituation dr att bemastra
”mastery”, att Overta och appropriera eller tilligna sig "mastery as
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appropriation” ny mening. Denna utveckling dr beroende av savil
relationen mellan studenten och studentens formaga, som det stod
de far av andra studenter, kursledare och lirare i hur de ska an-
vanda och kritiskt granska olika texters meningsinnehdll (Bakhtin,
1981; Wertsch, 1998; 2007; Cole, 2003). Studenterna ska inte bara
"lara sig att argumentera" och ge relevant respons, de skall dven
forsta grundreglerna i ett larande dar gruppvis argumentering och
kritisk reflektion blir en individuell och kollektiv formaga som ska
framjas och utvecklas (Scheuer et al., 2010).

Emellertid paverkas det 6msesidiga dialogiska utbytet mellan stu-
denterna pd olika satt. Fran att de innehdller auktoritativa principfas-
ta meningar, till alltmer évertygande argument och en 6ppenhet for
nya uppfattningar och dialogiska utbyten (Bakhtin, 1981). I detta
mote finns motsattningar mellan savil 6vertygande beligg som mo-
nologiska yttranden, som mellan olika fakta och péastienden. Stu-
denterna svarar varandra med att bekrifta, stilla fragor, komplette-
ra och/eller motbevisa. Det vill siga potentialen ligger i textens eller
dialogens meningsbarande funktion, som formas, férhandlas och be-
fasts kollektivt och individuellt. Det dr darfor mojligt att pasta att
appropriera egna och andras texters meningsinnehdll 4ar en invecklad
och insatskravande process som tar tid att utveckla, men ocksa skif-
tar under utbildningstiden (Bakhtin, 1981; Wertsch, 1998). Att skri-
va en text dr en tolkande och kreativ aktivitet och dirmed inryms po-
tentialen, rosterna och objekten i argumentmonstret i ett brett ut-
fallsrum. Utfallsrummet utgors av alla de mojliga siatten att forstd,
granska och kritiskt viardera det kursdeltagare och forfattare beskri-
ver, for att nd ett meningsfullt larande.

Detta resultat leder vidare till att dialogutbytena mellan studen-
ter paverkas av om kursuppgiften ar konkret eller abstrakt. Om
kursuppgiften utgar fran en konkret skolsituation som studenterna
kanner igen sig i, eller om den utgar fran en abstrakt beskrivande
fraga med koppling till litteratur och teorier, skiljer sig det dialo-
giska utbytet at. En abstrakt uppgift, som att generellt problemati-
sera samhallsforandringars paverkan pa skolans verksamhet eller
lararuppdraget med koppling till kurslitteratur, liksom att granska
litteratur, artiklar och rapporter och redogora for och diskutera
innehallet, har studenter svarigheter med att hitta ett eget perspek-
tiv pa, kritiskt granska och vidareutveckla. Det blir ofta dterupp-
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repningar av vad forfattarna tar upp. Diaremot understodjer kon-
kreta undervisningshindelser eller dilemman, fallbeskrivningar och
observationer fran deras egen och andras praktik en vil grundad
argumentering och responsgivning.

I framst studie III med gruppvis argumentering om olika ledar-
skapsfall, finns flera exempel pa att studenterna argumenterar, re-
flekterar och vidareutvecklar meningsinnehallet mer. Detta resultat
kan jimforas med Richardson och Ices (2010) studie som jamfor
kvaliteten i studenters argumentering och upplevelser av tre nitba-
serade arbetsformer; falldiskussioner, debatt och 6ppna diskussio-
ner. Falldiskussioner inneholl flest kritiska argument (81 %), i jam-
forelse med 6ppna online diskussioner (61 %), foljt av debatt (78
%). Diaremot foredrog majoriteten av studenterna 6ppna diskus-
sioner (47 %), foljt av debatt (36 %) och sist falldiskussioner (17
%). Detta pekar pa att det vetenskapliga skrivandet minskar i fri-
villiga ”6ppna” diskussioner och att allmdnna tyckanden ar mer
accepterat i debatter. Daremot kraver falldiskussioner en okad for-
staelse for rimliga, kritiska stillningstaganden och kunna ligga
fram vil grundade exempel pa losningar och/eller motbevisa dem.

Aven Vigmos (2010) studie visar att gymnasieelevers sprakinlir-
ning i engelska forbattras av digitala medier. Kodvixlingen med att
ga fram och tillbaka mellan spriken, som att anvanda svenska for
att regissera en film och engelska for att agera i filmen, blir en
resurs. Denna kodvixling kan jamforas med studenterna i avhand-
lingens empiri, som pendlar mellan att bemastra och 6verta andras
erfarenhetsbaserade och forfattares ord och gora dem till sina egna.

Denna medaktorsprocess leder vidare till avhandlingens andra
generella resultat, att nitbaserade dialogiska och sociala interak-
tioner mellan studenter och studentgrupper inte sker eller utvecklas
pa egen hand. Som jag redan beskrivit bekriftas denna problema-
tik av flera studier, att det finns ett gap mellan lirares ambitioner
att skapa social och dialogisk interaktiv larmiljo och studenternas
formaga och installning till samarbete (ex. Vonderwell, 2003; Fi-
negold & Cooke, 2006; Ostlund, 2008). Exempelvis visar Gran-
bergs (2008) studie att studenters engagemang i att blogga var be-
roende av att lararna tydliggjorde anledningen och vinsten med att
anvinda blogg for reflektion, dokumentation och dialog. Oavsett
alder ville dven studenterna att lararna skulle liasa deras blogg och
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ge dem feedback, men ocksa konfirmera att de var pa ritt vag. De
ville ocksd ha stod i hur de skulle anvinda bloggen som en genre
och laraktivitet.

Om dessa incitament fallerar blir konsekvensen att studenterna
upplever gruppvis argumentering och responsgivning som ett ono-
digt moment, ndgot extra, eftersom de inte lases eller bedoms av
lirarna. Darfor behover akademiska utbildningar ligga storre var-
de och vikt vid kritisk och granskande argumentering och respons-
givning (ex. Meyer, 2003; Schellens & Valcke, 2005; Wegerif,
2007). Som Bakhtin (1981) papekar kraver forstaelsen for ett ytt-
rande alltid ndgon form av dialogiskt utbyte med gensvar. Att ge
respons till en kurskamrat eller argumentera 6ver olika dilemman
med hjilp av kursuppgifternas formuleringar och forfattares rikt-
linjer om responsgivning och argumentering, handlar inte sjalvklart
om det stod som behovs for att tydliggora skillnaden eller utveck-
lingszonen mellan det studenterna redan kan och vad de kan pres-
tera med stod fran andra (Vygotsky, 1978; 1988; Wertsch, 1991;
1998).

Denna larprocess visar avhandlingens resultat kraver a) traning i
social samhorighet, b) att fa insikt i sitt eget skrivande, ¢) liksom
den sjalvtillit och tillit till andra, som ar en forutsittning for en akta
eller genuin dialogsituation (Holquist, 1990, 2002; Rommetveit,
2003). Det ar mojligt att pasta att dessa aktiviteter inte var tillrack-
liga i avhandlingens ingdende studiers kursuppldagg, trots att den
forsta kursuppgiften i kurs 1 i alla tre studierna hade helt social ka-
raktdr och att studenterna i studie III hade tranat sig i att ge re-
spons gruppvis pa den tidigare kursuppgiften. Att kunna anvianda
konkreta, meningsfulla samtal, som Linell (2003b) bendamner falk-
in-interaction dar alla ord, yttranden och texter ar byggda pa
andras ord (mutually other-oriented), tar tid att utveckla. Det vill
sdga att anvdanda egna ord som har blivit firgade av andras ord
(Bakhtin, 1986, 2004b).

Detta resultat bekriftas av flera studier att natbaserad utbildning
och dess laraktiviteter d4r mer beroende av stod i form av kursde-
sign och kollaborativa arbetssiatt (ex. Aviv et al., 2003; Bjorck,
2004; Garrison & Arbaugh, 2007; Schoonenboom, 2008; Jalde-
mark, 2010). Ett valstrukturerat kursuppldgg, dir studenterna far
diskutera utmanande kursuppgifter pa flera olika satt, visar studi-
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erna fraimjar saval det kritiska tinkandet som studentengagemang-
et och studieintresset. Daremot bidrar ett ostrukturerat kursupp-
lagg med otydliga uppgifter och frivilliga diskussioner till att stu-
denterna blir passiva och omotiverade och de formedlar istallet sin
mening, utan att reflektera over ett eget perspektiv, diskutera och
vidareutveckla egna och andras texters meningsinnehall. Aven da-
gens tekniska redskap i form av frigebank, expertsvar och olika
administrativa modullosningar i syfte att sjalvreglera studenters li-
rande anser jag kriver ldrande dialogiska interaktioner (ex. Kuei-
Ping et al. , 2010; Xun et al. , 2010). Detta pekar pa vikten av att
studenter delar pa arbetet (Shared work) och forhandlar om olika
meningar (Shared meaning), for att fraimja drivkraften och det dia-
logiska, interaktiva utbytet (Brandon & Hollingshead, 1999; Stahl,
Koschmann & Suthers, 2006).

De implikationer avhandlingens resultat visar dr att det inte ar
tillrackligt att tillimpa individuella skriftliga, asynkrona dialoger
for att analysera lirande, eftersom det ar i sociala och dialogiska
interaktioner som forstielsen for olika meningsbarande inneborder
fortydligas och utvecklas. D& skapas forutsattningar for hur stu-
denter kan finna struktur och ménster pa hur argumenterande [&-
rande och responsgivning kan formas, forhandlas och befistas
mellan jag och andra i en nitbaserad kontext.

Foljande tillvagagangssatt kan frimja ldrande dialogiska interak-
tioner, for att kunna forstd och ge rimliga kritiska stillningstagan-
den:

e Strategier for kamrathandledning (peer scaffolding) och kri-
tisk granskning och metareflektion (critical- and higher-order
thinking). Det vill siaga att vara sjdlvbedémare och medaktér i
en gemensam ldrprocess.

e Strategier for kamratstod (peer support) med gruppvis argu-
mentering och responsgivning pd konkreta och litteraturan-
knutna kursuppgifter. Det vill siga att vara varandras Kritiska
véanner (Lokensgard Hoel, 2001) i en gemensam larprocess.

En strategi for att framja kritisk granskning och metareflektion kan

vara att studenterna efter argumenteringen och responsgivningen
sammanstaller deras egna inldgg och sjalvbedomer dem utifrén teo-
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ri och praktik. Ett annat alternativ kan vara att studenterna sam-
manstiller andras argument och responser pd deras inlimnade
kursuppgifter och reflekterar vidare. En ytterligare strategi for att
framja sociala och dialogiska interaktioner kan dven vara att lita
responsgivning, argumentering och kritisk granskning av och mel-
lan studenterna inga som en del i examinationen. Foljs och bedoms
dessa ldraktiviteter av studenter och ldarare kan det medfora att
studenterna blir mer motiverade och engagerade i att vilgrundat
argumentera och ge respons pa olika kursuppgifter. Det kan ocksa
understodja att studenterna uppticker potentialen, rosterna och
argumentmonstret i egna och andras texter.

Utifran dessa tillvigagangssatt kan forutsittningar skapas for /&-
rande dialogiska interaktioner for att studenter bittre ska kunna ta
stallning till problem eller fenomen och genom det lara sig val-
grundad argumentationspraxis om specifika amnen och ge respons
och diskutera med varandra pa ett lirorikt sdtt. Aven ldrarens
handledning och feedback ar betydelsefull for att stodja saval det
sociala och dialogiska utbytet, som att stimulera och utmana stu-
denterna i argumenterande ldrande och responsgivning tidigt i
utbildningen i sampel med andra studenter.

De dialog- och argumentmonster som utvecklades under de tre
studierna (se figur 4, 5 och 8) och utvalda excerpts som illustrerar
hur nitbaserade dialogiska interaktioner kan urskiljas, identifieras
och beskrivas, mojliggor att studenter, studentgrupper och ldrare
kan f3 okad insikt i hur de kan anvinda Rommetveits (2003) term
meningspotential, Bakhtins (1981; 1986, 2004a & b) vidgade
sprakbegrepp och Toulmins argumentmodell (1958). Darigenom
kan de fa syn pa potentialen, rosterna och argumentmonstret i nat-
baserade dialoger samt bli uppmirksamma pa hur argumenterande
lirande och responsgivning kan utvirderas och utvecklas.

Detta betyder inte att avhandlingens dialog- och argumentmons-
ter utgor alla de mojliga sitten som studenter kan utveckla i lik-
nande situationer. Emellertid kan dialog- och argumentmonstren
forhoppningsvis i forlingningen fungera som dialogiska pedago-
giska redskap for att studenter och larare ska fd storre kunskap
om att forstd, utviardera och utveckla meningsfulla och /drande
dialoger i samspel med andra pa natet och darmed hoja kvaliteten i
ndtbaserad undervisning. Resultaten visar ocksd att ytterligare
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forskning behovs for att vidareutveckla hur nitbaserade, individu-
ella och kollektiva dialoger kan tillimpas i olika kursuppgifter, un-
dersokas och analyseras och vilka incitament som understodjer
studenters argumentering, responsgivning och kritiska granskning
samt metareflektion for deras lirande och utveckling tillsammans
med andra.
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10. ENGLISH SUMMARY

10.1 Background

The thesis is about how students can learn to use argumentation
and the processes of giving responses in a web-based setting, as a
tool for individual and collective learning. The thesis comprises
three studies, which examine and describe how 70 distance stu-
dents develop an individual and collective competence to provide
feedback, critically evaluate and argue in the context of a web-
based learning environment. Many students today use web-based
interaction regularly for social purposes. However, it cannot be as-
sumed that they have had had opportunities to develop competence
in types of interaction that support systematic learning. The collec-
tive competence to provide response, critically evaluate and argue
is here defined as the level of learning ability a group of students
express, when they use discussions and the other students’ argu-
ments and responses to the course assignments and to other au-
thors’ theories, as a tool for their own and other’s learning in an
academic context.

The starting point for the reasoning pursued in this thesis is that
what is negotiated between students is meaning. Negotiating
meaning requires not only to make a claim about something, but
also to understand the facts and assumptions in literature and
theories, and the role played by different possible solutions to a
problem. Various aspects of dialogue are investigated, where dia-
logue shall be understood as text-based, asynchronous communica-
tion on the web-based courses that form the basis for the study.
The dialogue that is analysed occurs between students’ when they
are arguing, discussing and providing responses to different mean-
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ing content in the context of their web-based course assignments.
Data was collected from eight course assignments (N=2 430), from
four 15 credit web-based courses in Teacher Education 90 credits,
at a Swedish School of Education.

Another central notion discussed in the thesis is vorce. Voice
shall here be understood as a person’s utterance, including meaning
of own and others’ words from different contexts, and expressed
from a particular viewpoint or perspective. Argumentation and re-
sponding ability are related to the process of assembling and reas-
sembling different components of the students’ own and others
words and meanings, in order to become a more conscious writer.
There is also a need for the students to understand the “ground
rules” of argumentation, and to provide response, discuss and ar-
gue with one another in a reasonable way. Students’ ability to un-
derstand reasonable critical positions is supported by presenting
examples of solutions, as well as by disproving arguments (Chin &
Osborne, 2010). In the web-based asynchronous dialogues studied
here, the students were given the opportunity both to present their
own arguments, and examine the arguments of others.

Critical thinking can be defined as a persistent effort to examine
any evidence, or assumptions based on evidence that supports or
refutes these assumptions (Curtis & Smith Stevenson, 1998). Ac-
cording to Scheuer et al. (2010), students not only need to “learn
to argue”, they also need to learn good argumentation practices,
through argumentation about specific topics, using peer scaffolding
and peer support. In other words, “arguing to learn”, and “re-
sponding to learn”, in the sense that practicing argumentation and
responding skills supports critical thinking, as well as other impor-
tant aspects in learning processes.

The importance of developing reflective and critical arguments
and responses, both individually and collectively, has been high-
lighted in several studies within the field of distance learning and
education (e.g. Vonderwell, 2003; Finegold & Cooke, 2006;
Wegerif, 2006; Swann, 2010). According to other researchers
(Meyer, 2003; Schellens & Valcke, 2005; Wegerif, 2007; Richard-
son & Ice, 2010), academic education should place value and em-
phasis on the processes of argumentation and responses, engaging
in collective higher-order and critical thinking, and forms of reflec-
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tive interaction that support students’ ability and motivation to co-
operate in effective ways. A frequent pedagogical problem in web-
based education, discussed by Stahl and Hesse (2008b), and Garri-
son and Arbaugh (2007), is that students and teachers mainly focus
on the individual learning process. At the same time, insufficient
attention is devoted to the curriculum objectives and learning out-
comes.

While many models are available for the design of online activi-
ties to promote learning, there are considerably fewer dialogic
models for the analysis of arguments and responses. Previous re-
search points to the tension between teachers” ambitions to develop
collective and dialogic interactive learning environments, and find-
ing ways to concentrate participants” discussions more on course
content. Matusov (2007, p. 218) emphasizes that many academic
subjects in fact lack a strong discursive community, because the
students’ replies are based upon their own opinions, which are of-
ten uninformed, and poorly developed. He believes that this situa-
tion is shaped by the invisible authority of social traditions, as well
as voices of the external authority of expert texts or teacher. In
other words, the fact that students base their learning on external
authority, rather than discussion, means that they lose opportuni-
ties to develop well-founded reasoning and critical thinking.

The field of ICT-mediated learning and web-based education is
extensively researched. Very different areas and aspects are focused
in this research. As an example, research is currently conducted on
technical self-regulated learning (SRL) systems with scaffolding
support, aiming to develop independent learning skills among stu-
dents. Simply learning to use web-based tools and wireless tech-
nology module systems is not enough. It is still a challenge to pro-
vide an environment conducive for learning. Efforts are also being
made to improve accessibility, so that learners can easily access
learning materials outdoors, e.g. using instant messengers or surf-
ing (for research in this area, see Kuei-Ping et al., 2010; Shih et al.,
2010; Xun et al., 2010).

The classic study by Scardamalia and Bereiter (1994) is often
discussed as a source of inspiration for collaborative learning envi-
ronments. Other researchers describe web-based learning as a col-
laborative process, in which participants negotiate and share mean-
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ings within an interactive collective context (Stahl, Koschmann &
Suthers, 2006; Stahl & Hesse, 2007). The asynchronous dialogue
thereby becomes a discussion and conversation in which partici-
pants are mutually dependent on each other. Those who write and
those who read are co-authors, and shareholders in a common ne-
gotiation, cooperating to develop a meaning and shared under-
standing of certain ideas expressed in literature and theories.

However, other studies, for example Lipponen et al. (2001) and
Jakobsson (2006), show that students in these types of learning en-
vironments are not always active participants in collaborative
knowledge-building communities of the kind described above. In-
stead, it is argued that this kind of courses may result in relatively
superficial or unreflective re-productions. These studies observe
that the teachers tend to focus on organisational and administra-
tive tasks, such as scheduling or the construction of individual as-
signments and examinations. Furthermore, teachers implicitly as-
sume that participants are interested in discussing, and that they
are able to use different arguments as a tool for their own knowl-
edge building. Such assumptions may not always be warranted.
Therefore, it is important to investigate more about different ways
in which students can use their own and others texts to develop in-
dividual and collective learning in distance education.

10.2 Aim

The aim is to investigate the quality of students’ web-based written
asynchronous dialogues, and how students can be encouraged to
use and evaluate their own and others' web-based arguments and
responses, both directly and retrospectively. Additionally, the aim
is to develop analytical dialogic models, that can be used to distin-
guish, identify and describe the meaning content and voices of the
students’ arguments and responses that emerge in social and dia-
logic interactions in collective asynchronous dialogues, in a univer-
sity web-based learning environment.

10.3 Theoretical framework

Besides a general socio-cultural understanding of learning and de-
velopment aims (Vygotsky, 1978; 1988; Wertsch, 1991; 1998;
2007), the present study is based on Bakhtin’s (1981; 1986, 2004a;
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1986, 2004b) theoretical framework of dialogues, as well Rom-
metveit’s (1992; 2003) concepts of meaning potentials and Toul-
min’s argument pattern (1958). The CSCL perspective (Computer-
Supported Collaborative Learning) is here related to the theoretical
approach in both socio-cultural theory, and Bakhtin’s theoretical
framework. The element that distinguishes this perspective, as a
whole, from other approaches to learning is an emphasis that is not
possible to understand learning solely from individual actions or
development. Dialogue exchange is a dynamic process, and many
individual actions and complex chains of utterances combine to
produce effects. Learning always arises as a product of dialogue
processes, aiming to create meaning.

In the theoretical framework developed by Bakhtin (1981, p.
293), every utterance, spoken or written, is always formed by a
voice, and expressed from a particular viewpoint or perspective.
Voice shall here be understood as person’s utterance, including
meaning of own and others’ words from different contexts, and
expressed from a particular viewpoint or perspective. Bakhtin
(1981, p. 427) talks about a “discourse” [Rus. slovo] in the dia-
logue, and points to social and ideological differences within a sin-
gle language. In Bakhtin’s account, the notion of utterance is inher-
ently linked with that of voice. It is “the speaking personality, the
speaking consciousness. A voice always has a will or desire behind
it, its own timbre and overtones” (1981, p. 434). In other words,
the utterances contain dialogic overtones, which can, for example,
be composed of assertions regarding the world, ontological conclu-
sions, or hypotheses regarding a phenomenon. Meaning is the
product of difference, and no utterance can ever be subjected to a
final interpretation. For Bakhtin, meaning can never be grounded
in identity. Learning is, in other words, seen as a collective process,
in which the person who writes or speaks is interdependent on
those who read or listen, as co-authors in a collaborative construc-
tion of meanings.

Rommetveit (2003) uses the terms ‘shareholders’ and ‘co-
authors’ as metaphors, in order to describe a situation in which
knowledge and understanding are socially distributed amongst
people. He points out that a pluralistic culture and experience
builds upon interpreted dialogues, where mutual understanding is
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fixed through negotiations. In these negotiations, meaning poten-
tials arise, that can be understood as the range of meaning-
mediating possibilities that emerge during dialogues between peo-
ple. With potential, Rommetveit means that the word or utterance
that a person chooses is connected to the situation in which she
finds herself, as well as the knowledge and experience she carries
with her. Meaning potential can also be understood as a sample
space, which is composed of all the possible ways to understand or
interpret statements.

How readers deal with texts, and how they use the resources of
texts to determine what they mean — or rather, some possible
meanings - is important in distance learning and education. Toul-
min (1958, pp. 95-107) proposes a model, where the process of a
valid argument is connected to an appropriate form. In this con-
text, we will proceed cautiously and avoid the philosophical issues,
to instead concentrate on the present issues of a more straightfor-
ward nature. Toulmin (1958, pp. 98, 101, 103) describes how this
can be achieved with an argument model containing six elements.
Three are mandatory, while the remaining three are more volun-
tary or optional, since they are frequently found, but not always.
The basic argument model consists of three mandatory elements: C
(claim), D (data) and W (warrant). The extended argument model
includes the three optional elements; Q (qualifier), R (rebuttal) and
B (backing).

The difference between Bakhtin’s framework of dialogues (1981;
1986, 2004a; 1986, 2004b) and Toulmin's argument model
(1958), is that Bakhtin’s theories are based on the dialogic relation-
ship between subject and object, including the phenomenon and
causal association, as well as relationships between different indi-
viduals’ utterances and feelings. Toulmin’s argument model, on the
other hand, is based on practical relations, or the approach when
the objects are formulated in the argument. That is, the action
space of claims, data and warrants, where the applicability of the
argument more or less confirms and/or refutes.

In the thesis, it is argued that language is the link for communi-
cation with others, but also develops the internal dialogue or
thought process that changes our understanding of the world. In
that way, there is a parallel development of language and concepts,
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because people use communication for mutual development of un-
derstanding, and problem solving in collaboration with others. The
term ‘mediation’ is used in socio-cultural theory, to highlight the
difference or the development zone, between what the students al-
ready know, and what they can achieve with assistance from others
(Vygotsky, 1978; 1988; Wertsch, 1991; 1998). This view is based
on the idea that the ability to master and appropriate new or nego-
tiated experience, expressed orally or in writing, also implies that
people have a relationship with themselves and others. ‘Appropria-
tion’ is in this sense not only a concept that concerns a mechanical
transfer or a passive acceptance, but also implies a mutual creation
of meaning from different arguments and responses (Bakhtin,
1981: 1986, 2004b; Wertsch, 1991; 1998; 2007).

10.4 Method and implementation

The 70 student teachers (41 women and 29 men) were studying at
a Swedish School of Education, enrolled on a 90 credit teacher
education programme. Students’ online contributions were pre-
sented as part of eight assignments on four 15 credit web-based
courses. To complete their assignments, students were divided into
groups, with five to seven individuals in each. Each group included
both men and women. They worked, individually and collabora-
tively, with the tutor-led problem-based course assignments. The
different assignments had specific deadlines. After students had
submitted their own particular contribution to the course assign-
ments, they had to provide responses or argue in relation to the
contributions of their classmates, in order to bring about a discus-
sion. In this way, data were collected from the student teachers’ ar-
guments, responses and discussions (N=2 430) in the students'
written asynchronous dialogues. Data were collected from several
assignments at different stages of the programme, in order to fol-
low the interaction between the potential of meaning, voices and
argument patterns during a longer period. Analysis used revised
versions Veerman and Veldhuis-Diermanse’s (2001) model, and of
Toulmin's argument model (1958). Nearly half of "the frozen dia-
logues" (42 %, N=1012) were categorised as descriptive. Subse-
quently, nearly one third of the contributions (29 %, N=707) were
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selectively analysed, based on Bakhtin’s theories of dialogues
(1981; 1986, 2004a; 1986, 2004Db).

10.4.1 Study | — Collaborative Learning as a Collective
Competence when Students Use the Potential of Meaning in
Asynchronous Dialogue

The research reported in the first study is based on a socio-cultural
understanding of collaborative learning and development, as well
as Bakhtin’s and Rommetveit’s theories of dialogues. The study in-
vestigates how students develop a collective competence to collabo-
rate in web-based learning environments. The students were en-
gaged in teacher education courses over a period of 40 weeks (au-
tumn semester 2005 and spring semester 2006). Data were col-
lected from the 40 student teachers’ asynchronous responses and
discussions of four assignments (N=189) from two 15 credit web-
based courses in this period. A close investigation of the dialogic
interactions revealed three different dialogic levels with thematic
patterns, at which students used the potential of meaning as a tool
for learning when collaborating within the group.

10.4.2 Study Il - Meaning content and Voices in Web-based
Dialogues for Collaborative Learning

The research reported in the second study is based on a socio-
cultural understanding of collaborative learning and development,
combined with Bakhtin’s theoretical framework of dialogues. It in-
vestigates in which ways student web-based contributions relate to
the task, in a collaborative process of learning. It is noted whether
literature is referred to, and if theoretical developments are made.
Additionally, the study examines the ways in which the meaning
content in written asynchronous dialogues involves different
voices, as a tool for the students’ own and others’ learning. Data
were collected from 40 student teachers’ responses and discussions
of four assignments (N=759) from two 15 credit web-based
courses (academic year 05/06). The data were supplemented by
three assignments (N=2635) from the following 15 credit web-based
course (autumn semester 2006), in order to follow the development
of students’ collaborative learning competence during a longer pe-
riod, and more specifically their use of voices when interacting in
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written asynchronous dialogues. A close investigation of the voices
with meaning of others’ words shows how student contributions
gradually changed character over the three courses, as the personal,
social interaction became more objective and task-related.

10.4.3 Study Ill - Students” Argument Patterns in Asynchro-
nous Dialogues

The research reported in the third study focuses on how distance
students can learn to use argumentation processes as a tool for
learning. For ten weeks, 30 student teachers studied the web-based
15 credit course Teacher Assignment during the autumn semester
2008. Data were collected from five student groups’ asynchronous
argumentation, relating to authentic cases of teacher leadership.
Focus was placed on how students used and evaluated their own
and others' web-based written asynchronous arguments. An ana-
lytical framework, based on CSCL, Bakhtin’s theories of dialogical
discourse, and Toulmin’s argument pattern (TAP), was employed
to assess the quality of the written asynchronous argument pat-
terns. A close investigation of the dialogical argument pattern
(N=253) shows how students distinguish, identify and describe the
meaning content of the arguments that emerge in social and dia-
logic interactions in the web-based setting, both directly and retro-
spectively. A dialogic model for argument analysis is also de-
scribed. The study confirms the importance of argumentative tasks,
combined with peer scaffolding and peer support, in web-based
courses and in distance education.

10.5 Results and discussion

The results from the three studies in the thesis are based on analy-
sis of students’ web-based written asynchronous discussions and
responses (Studies I and II) and arguing (Study III). It appears that
the students to various extents gradually develop an ability to
make use of the meaning content and voices as an active tool for
new understanding or gaining new perspectives, individually and
collectively. It also clarifies that meaning; dialogue and interaction
belong together. Together, these dimensions form the participatory
impacts in online education. Additionally, it is clear that there is an
active and creative learning process that evolves over time, when

141



students use their theoretical knowledge and practical experiences
with others. This process leads — although to various extents - to
new ways of thinking and acting.

What particularly emerges is the importance of collaborative
learning, when the focus moves from the individual to the collec-
tive, but also into the space within and between the written, asyn-
chronous dialogues. The text with different voices breaks in the
meeting within and between the dialogues with different meaning
content, or in what we could term the passage through the speech
zone. In this zone exists material and a sphere of influence domi-
nated by the students’ own and others' words, reflections or char-
acters. Differing perspectives on meaning can therefore be broken.
But you can not simply assume that students immediately have the
ability to make deliberate use of the meaning content of their own
and others' texts, to support their own and others' learning. This
learning process appears to develop slowly and is not automatic.
There is also no clear linear progression between the three courses.

The interaction or relationship between different meaning con-
tent, has the potential to help participants attune their ideas, as-
suming different positions that define their standpoints within a re-
ciprocity of differences. In every utterance, there are authoritative
words, or more or less persuasive words, with traces of the stu-
dents” own and others' voices from different contexts. The different
meanings are adopted and understood, in terms of how students
interpret them. We could therefore say that there is a paradigm
shift “between I and other” when students are co-actors in joint
continuous, open dialogues with own and others' voices. In this
zone or arena, new meaning and perspectives are generated, based
on the understanding of language, culture and various phenomena,
but also depending on the context and the importance of collabo-
ration for learning and development.

10.5.1 Web-based primary and secondary genres

In the results, it is important to draw attention to the heterogeneity
of speech and writing genres, as described by Bakhtin (1986,
2004b, pp. 61-63). The genre that appears in all three studies is es-
pecially the primary (simple) genre. Here you can find the direct or
immediate words which have traces of the student's own thoughts,
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but also of other people's views from different contexts. In particu-
lar, the meaning content in the students' responses changes to a
simple everyday level between the courses and course assignments,
even over time. The initiation of this learning process can be char-
acterised as “exercise in social theory” (Bakhtin, 1981; Holquist,
1990, 2002, s. 37; Wertsch, 1991). But there is some variation over
time, when the meaning content consolidates more or less of the
student's own voice, and others' experience and/or literature-based
voices.

The genre that appears to some extent in the studies is the initi-
ated transformation from the primary genre to the secondary
(complex) genre. The difference is that in the secondary genre, a
more complex, relatively well developed and organised scientific
communication can emerge. This type of communication is given a
special status in an academic context. The present thesis provides
examples of this type of genre, which has added a secondary level
of reflection on the events that are discussed. As a scientific text, it
involves theories, analyses and interpretation of students' web-
based argumentation and responses. The web-based initiated sec-
ondary genre becomes especially clear when comparisons are made
between Studies I and II, with 40 students’ collective discussions
and responses, and Study III, with collective arguing. In Study III,
the meaning content of the 30 students’ web-based arguments (N =
253) on cases of teacher leadership becomes more complex, com-
pared to the students’ responses and discussions of the seven previ-
ous assignments (analysed in Studies I and II, N = 759).

The dialogic interactions between students gradually change to
scientific writing, when they become shareholders and engage in
co-authorship of meaning. In these relations, meaning potentials
arise, as the range of meaning-mediating possibilities (Rommetveit,
2003). The students borrow each other's utterances and words
from literature, and the dialogue becomes a venue for interaction
and confrontation between the meaning content of arguments and
responses. The relationship between thought and word is a move-
ment from thought to word, and from word to thought.
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10.5.2 Between | and other

The title “Between I and other” can be related to Lihteenmaki’s
(2005) term “use theory of meaning”. It refers to the point when
students begin to reflect on the meaning content and to different
extents attain an understanding, agreement and experience mean-
ingful learning. In this situated web-based "space", writer, text and
reader are all included. The space is formed by the students” under-
standing of both their own texts and others’ texts, as well as com-
parisons between them. In this manner, applying Bakhtin’s theories
bridges across the social-individual divide.

The implications and results that the thesis highlights are that it
is not enough to consider individual written, asynchronous dia-
logues in order to analyse learning. It is in social and dialogic in-
teractions that understanding of different meaningful meanings is
clarified and develops. Based on these results, it may be concluded
that the following approaches can promote learning dialogic inter-
actions, in a way that stimulates students to progressively deepen
and refine their understanding, as well as enabling them to express
reasonable critical positions:

e Strategies for peer scaffolding and critical- and higher-order
thinking. That is, to be co-actor in a joint learning process.

e Strategies for peer support with collective argumentation and
providing response on concrete and literature-related assign-
ments. That is, to be each other's “critical friends’ (Lokensgard
Hoel, 2001) in a joint learning process.

This process creates the conditions for students to find structure
and patterns of how learning and reasoning can be shaped, negoti-
ated and confirmed “between I and other”, in a web-based con-
text. Dialogic patterns and argument patterns that developed dur-
ing the three studies and were illustrated in selected excerpts. These
provide examples of how web-based dialogic interactions can be
distinguished, identified and characterised. The analysis offers stu-
dents, student groups and teachers further insights into how they
can use Rommetveit’s (2003) term ‘meaning potential’, Bakhtin’s
(1981; 1986, 2004a; 1986, 2004b) dialogue language concepts and
Toulmin's argument model (1958), and thereby gain greater
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awareness of how “arguing to learn” and “responding to learn”
can be evaluated and developed in web-based education (Amhag,
Lisbeth & Jakobsson, 2009; Amhag, Lisbeth, 2010¢; 2010e).
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express when using dialogues as a tool for their own and other’s learning in a web-based learning envi-
ronment. The students’ contributions to the course assignments, the group responses and the collabora-
tive discussions and dialogues were analysed and interpreted based on Bakhtin's and Rommetveit's
theories on dialogic interactions and meaning potentials. The results describe three different levels at
which students use dialogues as a tool for learning when they collaborate within the group.
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1. Introduction

Today increasing numbers of educational institutions worldwide offer distance learning courses or on-campus courses that are entirely
or partially based on Internet learning environments. This form of education usually consists of asynchronous conversations or dialogues
between teachers and students, or among groups of students, concerning specific course content. The participants are expected to use a
web-based environment to discuss literature and assignments as well as to share knowledge and experience. The classic study by Scarda-
malia and Bereiter (1994) is often discussed as a source of inspiration for these learning environments. They describe how students create
self-organised systems with self-reflective and interdependent thoughts where each student can contribute with his or her own expertise
and receive new information and experiences from others. Stahl et al. (2006) describe web-based learning as a collaborative process in
which participants negotiate and share meanings within a larger motivational and interactive context. They consider the learning environ-
ment as a knowledge-building practice that is mediated by technically designed artefacts. Stahl and Hesse (2007) clarify the phenomenon
further through arguing that people develop new knowledge and insights through collaboration in a learning community in which partic-
ipants are involved in creating interpersonal meaning. The asynchronous dialogues thereby become a conversation in which participants
are mutually dependent on each other since those who write and those who read are co-authors and shareholders in a common negotiation
to develop a meaning and understanding of the course content.

At the same time, other studies, for example Lipponen et al. (2001), Jakobsson (2006), show that students in these types of learning
environments not always are active participants in such knowledge-building communities. The authors consider that these kinds of
courses tend to result in relatively superficial or unreflective reproductions. In addition, Malmberg (2006), Lindberg and Olofsson
(2005), Wannman (2002) point out that the interface of the learning environment does not seem to be the only decisive factor to stimulate
student dialogue and collaboration. According to these studies, the teachers tend to focus on organisational and administrative tasks, such
as scheduling and the construction of individual assignments and examinations. Furthermore, they implicitly assume that the participants
are able to use collaboration as a tool for their own knowledge development. The question is whether teachers actually can assume that
students have metacognitive experiences and a consciousness about collaboration as a learning tool or if this ability, or competence, needs
to be in focus in order to be developed during web-based courses. In order to study this phenomenon, we have chosen to consider the stu-
dents’ ability to collaborate as a collective competence. This means that dialogues are considered as intrinsically social and collective
processes, where the speaker is dependent on the listener as a co-author and where the speaker also is a listener who is engaged in
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Table 1
Number of asynchronous contributions in the web-based learning community during course 1 and 2.

Course 1 Course 2 N
Total contributions 814 595 1409
Analysed 430 489 919
Not analysed 384 106 490

sense-making activities in the course of the verbalization process itself (Linell, 1998, 2001). The purpose of this study is to examine what
significance the students’ dialogues have to be able to develop a collective competence of collaboration, that is, to study in what ways the
students use written asynchronous dialogues as a tool for their own and others’ learning and how this collective competence of collabo-
ration is developed over nine-months of web-based courses (see Table 1).

2. Online education and computer-supported collaborative learning

For the past decade, theories of computer-supported collaborative learning (CSCL), with an emphasis on the importance of the so-
cial context for learning, have been a relatively well-developed area of research. According to Suthers (2006), the research methodol-
ogy of online education and the CSCL enterprise covers experimental, empirical, descriptive and iterative design approaches. The
majority of these studies have examined the technology affordances: how individual learning develops or a comparison of how learn-
ing develops in campus-based versus web-based courses. An educational problem in many CSCL applications, according to Stahl and
Hesse (2008), is that students and teachers tend to focus on procedural learning and ignore the conceptual learning intended by the
curriculum designers. A prevalent method for studying online learning has been to categorize students’ asynchronous dialogue contri-
butions based on different quality criteria. For example, Garrison et al. (2001) and Meyer (2003) use the course participants’ contri-
butions to categorize the development of their ability to analyse critically. In Schellens and Valcke (2005) study, the authors try to
identify to what extent the participants’ dialogues are subject based, or of a more general social character. Studies indicate that
the organisational form does not seem to be a determining factor in the development of critical analysis. Also, whether the course
is campus-based or web-based does not seem to be a determining factor in how concentrated the participants are on course content.
In both organisational forms, participants use a large part of their online time for social interactions of which the content usually lies
outside the aim of the course. Studies instead point to the importance of teachers’ role when stimulating their students’ content-based
discussions and in what way they promote student$ higher-order thinking.

Curtis and Lawson (2001) study of online education shows that if the students are able to communicate and discuss course-related con-
cepts with each other, they receive as good or better results than course participants with traditional classroom instructions. Indeed, Oner
(2008) exemplifies this conclusion in a study concerning knowledge-building as a pedagogical approach when students are engaged in con-
structing models for mathematical proofs. A decisive factor between a regular campus-based course and a web-based course is that the
latter is, to a greater extent, transparent and thereby makes the participants’ degree of participation visible. Several studies (e.g. Jobring
and Carlén, 2005) show that such circumstances may seem inhibiting for those who do not feel secure in the group or are unaccustomed
to computer technology.

Collis and Moonen (2001) argue that the learning environment in web-based courses therefore should contain different types of support
resources to help participants to actively learn from what others have produced. In addition, Aviv et al. (2003) claim that a well-structured
asynchronous learning environment contributes greatly to the development of an individual’s reflective dialogues and critical analysis.
Even Schoonenboom (2008) states that different course components, such as structured and unstructured interfaces, seem to have an addi-
tional effect on supporting collaboration. Such a division led to increased and prolonged student input into the discussion compared to
other course components. The ways in which small groups organise their contributions during a computer-mediated argumentative dis-
cussion was explored by Overdijk and van Diggelen (2008). The students in their study constructed and shared arguments, and were asked
to organise their arguments into a diagram. The results illustrate how implicit negotiation of conventions can constitute a starting point for
making the arguments explicit, thereby developing the discussions towards a more complex and deeper conversation. These studies have,
for the most part, examined how an individual’s learning develops when the student collaborates with the aid of web-based learning com-
munities. However, few studies shed light on the potential of dialogues and learning from a collective perspective, that is, instead of focus-
ing on how an individual’s learning develops, they consider learning as a phenomenon that arises among people in a specific situation.

2.1. Socio-cultural approach

Of late, increasing numbers of studies on students’ collaborative learning in web-based environments have used a socio-cultural ap-
proach as their point of departure. According to that perspective, people’s dialogues, interactions and interplay constitute a determining
factor for the individual’s as well as the group’s learning and knowledge development. The element that distinguishes this perspective from
the majority of other perspectives is that it is not possible to understand people’s learning and development solely from individual actions
or development. According to a socio-cultural perspective, learning always arises as a product of a social community of practice where peo-
ple are involved in different types of processes to create meaning. Learning is, consequently, a social and collective process in which the
person who writes or speaks is interdependent on those who read or listen as co-authors in a collaborative construction of meaning.

According to Vygotsky (1988), humanity’s higher psychological processes are mediated and developed through historical and social
dimensions. This implies that the cultural products that humanity has developed throughout history, for example, script, symbols, lan-
guage, science, physical tools and other artefacts, reflect the cognitive tools we need in order to understand the world and create meaning
in collaboration with others (Kozulin, 1997). The higher psychological processes have, therefore, their origin in social activities and arise on
two levels, partly through the outer acquisition of knowledge by means of active participation with others, and partly through an inter-
nalisation or appropriation on an inner level (Wertsch, 1998; Salj6, 2005). As we perceive it, language is the link to the outer dialogue
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through communication with others and, in addition, develops into an inner dialogue or thought process that changes our understanding of
the world. In that way, there is a parallel development of language and concepts since humans use communication, a mutual development
of understanding and problem solving in collaboration with others.

According to Wenger (1998), the community of practice is maintained by the participants’ mutual engagement, common interests
and joint enterprise as well as a shared repertoire with a set of rules, means and working methods. Participants engage in activities to-
gether within a proscribed time and produce something that they share amongst themselves, which can take the form of experiences,
concepts, opinions or differing viewpoints. Similarly, Rogoff (1995) considers learning as a collective process that is linked to a specific
context of action by focusing on how people participate and how they change their participation. Knowledge emerges by discursive
assignment of meaning and social identification. This view is based on the idea that humanity’s ability to master and appropriate
new or negotiated experience and also implies an understanding that people have a relationship with themselves and others. Therefore,
appropriation becomes a concept that not only concerns a mechanical transfer or a passive acceptance, but also implies a mutual cre-
ation of meaning from content.

2.2. Relations between dialogues and learning

Recently, some branches of science, such as philosophy, anthropology, linguistics, communication science and education, have
shown an increasing interest in the significance of dialogue on humanity’s learning and development. These different traditions and
approaches assign differing levels of significance to the role dialogue plays in humanity’s learning and development as well as having
differing approaches to defining what dialogues actually are. In this article, Linell (1998, 2001) definition is used, where a dialogue is
considered to be, “the interaction between co-present individuals through symbolic means” (p.12). According to Linell, meaning and
understanding are not originally found in a person’s consciousness, rather they are created by multiple parties working within a de-
fined context and they arise from diverse interactive utterances. An important starting point in this definition consists of the Russian
linguist Mikhail Bakhtin (1986, 2004) specific approach to understanding dialogues. Bakhtin emphasises that language has multiple
functions and every utterance, with its attitudes and values, places humans in a cultural and historical tradition. In the opinion of
Bakhtin, every utterance, spoken or written, is always formed by a voice and expressed from a particular viewpoint or perspective.
In other words, utterances contain dialogic overtones that can, for example, be composed of assertions regarding the world, ontological
conclusions or hypotheses regarding phenomenon.

Meaning is first created when two or more voices encounter each other by means of the reading or listening voice answering or reacting
to the writing or speaking voice. Therefore, every utterance also becomes a link in a chain of voices since each utterance can be considered
as an answer to preceding utterances, that is, it has addressivity. To understand another person’s utterance means that one must orient
oneself in relation to the utterance within the particular context of the utterance. As stated by Bakhtin (1986, 2004), understanding, accord-
ingly, is always dialogical in nature and all human communication is organised socially through dialogical interactions. This also leaves its
impression in our utterances in the form of putting words in someone else’s mouth or borrowing expressions from others or from litera-
ture, in other words, reusing what others have previously uttered, that is, multivoicedness.

Dialogues and creation of meaning also depend on the discourse and the context in which the voices utter. Bakhtin (1981) differentiates
between the outer authoritative discourse and the inner persuasive discourse. He associates the authoritative discourse with a monological
utterance, for example, religious, political or moral texts, as well as utterances from a superior power, for example, an adult, a parent or a
teacher: “The authoritative word is located in a distanced zone, organically connected with a past that is felt to be hierarchically higher. It
is, so to speak, the word of the fathers. Its authority was already acknowledged in the past. It is a prior discourse” (p. 342). The authoritative
discourse also requires confirmation and transmits without deeper reflection. By contrast, the persuasive discourse acquires its power
through being comprised partly of one’s own words and partly of others’ words. According to Bakhtin (1986, 2004), an utterance can, in
addition, be comprehended from an active or passive understanding. The passive understanding reproduces or recreates merely speakers
or writer's words or thoughts whilst active understanding creates a basis for response, argumentation, agreement, sympathy, objection,
and so forth. However, it can also be implicit, silent or invisible as well as explicit and be uttered at a subsequent point in time, verbally
or otherwise.

2.3. The role of the potentials of meaning

Rommetveit (2003) uses shareholders and co-authors as metaphors in order to describe a situation in which knowledge and under-
standing are socially distributed amongst people. He points out that a pluralistic culture and experience builds upon interpreted dia-
logues where mutual understanding is fixed through negotiations. In these negotiations, there arise meaning potentials that can be
understood as the range of meaning-mediating possibilities that emerge during dialogues between people. With potential, Rommetveit
means that the word or utterance that a person chooses is connected to the situation in which she finds herself, as well as the knowl-
edge and experience she has with her. Rommetveit labels this situation as a two-sided act where “word meanings are thus neither in a
speaker’s head nor in a dictionary. They are established dialogically under the influence of the situational context and the perspectives
taken by the interlocutors - constructed by the speaker and the listener in a collaborative process, which means that both the speaker
and the listener have a share in them” (p. 193). Hagtvet and Wold (2003) describe Rommetveit's meaning potential thus: “How the
speaker (or writer) attunes to the attunement of the listener (or reader), and vice versa, is the prototypical situation he has sought to
understand” (p. 196). Meaning potential can also be understood as a sample space that is composed of all the possible ways to under-
stand or interpret statements.

3. The study

According to Linell (1998, 2001), there has been a long tradition in research in human learning and the development of viewing dia-
logues only from an individual or monologic perspective. He argues that this tradition tends to view utterances and their meanings only
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as the speaker’s communicative intentions and describes the listener’s task as that of recovering these intentions. He describes this per-
spective as the transfer-and-exchange model of communication. As maintained by Linell, utterances in this perspective risk being understood
only as the products of the individual speaker and her intentions but disregard the collaborative or collective nature of dialogues as for
example described in Bakhtin (1986, 2004) or Rommetveit (2003) frameworks. This study intends to use a socio-cultural understanding
(Vygotsky, 1988) of learning and development and aims to examine what significance students’ dialogues have for their development
of a collective, collaborative competence. In short, we intend to study in what ways students’ joint ability to use written, asynchronous
dialogues as a tool for their own and other’s learning is developed over a nine-month participation in a web-based learning community.
The research question in this study is:

« In what ways do students’ use the asynchronous dialogues in a web-based learning environment as a tool to develop a collective com-
petence of collaboration?

3.1. Methodological considerations and analysis

This study is the first part of a more extensive project whose aim it is to examine and to describe how students engaged in courses in
web-based learning environments develop a collective competence to collaborate. This point of departure is built on the assumption that
students, as individuals, do not necessarily have had the possibilities to develop this competence prior to participating in this kind of con-
text. We define the collective competence of collaboration as the level of learning ability a group of students express when using dialogues
as a tool for their own and other’s learning in a web-based learning environment. In this study the students’ use of asynchronous dialogues
as a decisive tool for learning is focused upon. The study monitors 40 student teachers that participate in web-based courses over a nine-
month period in order to become qualified teachers. The students simultaneously work as teachers in upper-secondary schools in Sweden;
the majority of them have worked as between one and five years while around one fifth have worked for more than five years. The course
content focused on teacher assignments, learning, and development over the 40-week period. In addition, the content did not comprise
introducing the framework of Bakhtin or Rommetveit.

The students, with both vocational and academic backgrounds, were divided into groups of five to six. The students worked both indi-
vidually and collaboratively with tutor-lead, problem-based course assignments with deadlines. After students had submitted their own
particular contribution to the course assignments, they had to respond to the contributions of their classmates in order to bring about a
discussion. In this way, the data collection consists of the students’ asynchronous, contributions to the course assignments, group re-
sponses, and group collaborative discussions and dialogues. Of the total 1409 contributions, 919 (65%) have been analysed. The other
490 (35%) contributions were excluded since they mainly concerned administrative, organisational or technical communications between
students and tutors.

The students’ contributions to the course assignments, the group responses, and the collaborative discussions and dialogues were
analysed and interpreted based on Bakhtin (1986, 2004) and Rommetveit (2003) theories on dialogic interactions and meaning poten-
tials. Since meaning potentials are generated by students in a collaborative negotiation, all group members become shareholders and
co-authors in a joint construction of meaning. In this way, the analysis has focused on the groups’ joint ability to make meaning
potentials in different assignments visible and explicit, and the ability to define the meaning potentials in order to use them as a pos-
sibility for learning. This method of conducting the analysis is based on the assumption that when the dialogues in a group succeed in
making the range of meaning potentials visible, they also create prerequisites for the group members to develop a new understanding
of a task. The dialogues were examined without existing pre-defined categories into which to the data would be placed. Instead, the
categories emerged through a two-phase analysis (Patton, 2002). The first phase involved discovering and identifying thematic patterns
and themes (Lemke, 1990). According to Lemke, the thematic patterns describe a shared pattern of semantic relationships, which be-
come evident in a specific discourse. In other words, the students have a joint ownership as co-creators of the thematic patterns that
comprise semantic synonyms, attitudes, counterproposals, arguments, advice, theoretical problemizations, equivalent or contrastive
words or solutions.

The first phase of the analysis revealed that different groups had different ways of using the dialogues, but also the existence of different
ways of using the dialogues within the same group of students. This article has focused on only one group’s different ways of using the
dialogues over the nine-month period. The development of this group exemplifies the development most groups underwent; hence, it con-
stitutes a representative of the data material in general. This choice of focus also constituted a starting point for further analysis in the
second phase and was used to specify categories that aimed to describe the groups’ different abilities to use the potentials of meaning
for learning on different occasions and in different situations. In this phase, the dialogues were also analysed by applying Bakhtin
(1981) descriptions of authoritative and persuasive discourses and whether the dialogues contained active or passive use of other’s utter-
ances. In order to increase the reliability of the analysis, two independent coders interpreted and categorized the dialogues, and the results
of this analysis were compared. When there were different interpretations, the data material was reanalysed and the categories were mod-
ified in order to reach a final description.

4. Results

One of the aims in this study is to examine how and in what ways students’ use asynchronous dialogues as a tool for their own and
other’s learning. In the first excerpt, five students are involved in a discussion about an assignment concerning the legitimacy of their
own school subjects and how to create a good learning environment for their future students. Within the assignment it is possible to iden-
tify the meaning potential (Rommetveit, 2003) between, on the one hand, the teacher’s ability to be a clear instructional leader and, on the
other hand, the teacher’s ability to help the students’ to develop their own independence and responsibility. It is just this opposition in the
teacher’s assignment that is described in excerpt 1.



L Amhag, A. Jakobsson/Computers & Education 52 (2009) 656-667

1. Eva [October 9 2005]

2.Martin [October 14 2005]

3. Harry [October 17 2005]

4. Karin [October 18 2005]

5. Carl [October 19 2005]

[...] One of the problems that the pupils seem to be used to from compulsory school is not needing
to take any initiative. I have to guide them more than what I would like to. Assignment work and
self-study have both pros and cons, but through alternating class run-throughs and self-study, [
hope to reach, in any case, a reasonable level. | thereby create a common frame of reference that
they have as a starting point when they work individually with assignments (Carlgren and Marton,
2000,176 ff). The problem of the lack of personal responsibility from the pupils’ part still partly
remains.

[...] I believe that the working environment at my school is a contributing factor as to why the
pupils don’t take the responsibility they should be able to manage and be interested in taking. I
feel that the Media programme should be characterised by a creative environment with space,
both physical and mental. Unfortunately, my colleagues and I on the Media programme are forced
to teach in traditional classrooms, which I believe does not give the right signals, that “now it’s for
real” and that they themselves have a responsibility to learn. Just like most teachers, I would like
my pupils, to a greater extent, to take their studies seriously, and I believe that they could if the
environment were less like a school and more like a publishing office or another creative media
environment.

Furthermore, being limited to working only during lesson time can kill creativity. I would very
much like to have an open-plan office with computers and other equipment available to the pupils
throughout the school day. Unfortunately, there are practical problems with that. After vandalism
and several thefts of equipment from school (LCD screens, computer mice, computer projectors
have disappeared), we were forced to have the computer rooms locked.

Eva raised an important question that the upper-secondary school has missed in its development
and its learning environments. To design a forum for education should also include the working
environment with all that implies, so that pupils are more motivated or that they understand that
they want to try something else at an earlier stage. I think that schools still drag along the old
traditions about how school should be, and they have difficulties changing to a new system of
teaching. Democracy can sometimes be a heavy burden to bear. Eva’s text is easy and inspiring to
read and brings to light many important questions.

Your colleague that you describe in the beginning should perhaps think about changing jobs. If you
think that the part of a teacher’s job that involves standing in front of pupils is difficult, then you've
got the wrong job. It's actually that part that's a teacher’s job, or have | misunderstood something?
Of course, it's sometimes hard to go to work. Otherwise, I think you highlight a very important part
of teaching in school, perhaps the most important in my opinion, that is, how do we get pupils to
take responsibility for their own learning? Creating an environment in school where pupils think
that’s it is fun to learn is important. | agree with you that when pupils come from compulsory
school, they are fairly unused to taking responsibility. Well, that's how it is at my school in any
case. It seems that you try to tackle the problem you meet in your normal workday by trying to
find different ways to get pupils interested. You try to improve/change in order to reach the pupils.
I think that’s a good trait in a teacher.[...] I agree with Martin in his post where he says democracy
is a heavy burden to bear. It's not easy to change schools. I think that it was a pleasant and easy to
read text. The text flowed well; it was structured well, and it was easy to follow his thoughts. It
raises and highlights important questions.

We are all certainly tired of the vandalism, theft and the kind of thing that inhibits our creative
ideas. It would be paradise with a real open-plan office with computers and other equipment to
work with and be inspired by. It's a pity that pupils don’t always see the connection between
actions and consequences and that many pupils suffer because a small group wrecks it for
everyone. As a chemistry teacher, I'd love to have a real chemistry experiment lab with equipment
and chemicals, and where pupils could experiment relatively freely. From a safety standpoint,
that’s, unfortunately, completely impossible!

In your account about the Media programme you raise an interesting factor, that of the working
environment for pupils and teachers. Even in the others’ posts, you can see the same problem. I
think, like you, that if there wasn’t so much vandalism and thefts in schools, then maybe the
working environment could look different for pupils. It would've been worth it to invest a bit in
new computers, more open workspaces and other equipment for the pupils’ benefit. I also think
that it would increase their creativity, but I have difficulty in seeing how it would help them take
greater responsibility for their studies. Those pupils that don’t take responsibility during class
time, don't take it during their spare time either.

In the dialogue, Eva (1) starts with a personal experience in which her pupils seem to be used to the teacher taking sole responsibility
for their learning in the classroom and that the pupils often lack the ability to take the initiative. She thereby expresses an understand-
ing that learning is an active process that requires the pupils’ active participation and their taking responsibility for themselves. At the
same time, she also expresses clearly that she experiences this as problematic since she does not really know what to do in order to
create such a learning situation. Eva tries to find explanations for the phenomenon through questioning whether pupils in the lower
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Dialogic Level | Thematic pattern in the dialogue

Passive and
authoritative

accepting and confirming
passively reproducing

monological and authoritative

failure to explicate the possible meaning potential in the dialogue as
a basis for learning and development

Fig. 1. Summary of description of a passive and authoritative, asynchronous dialogue.

school form have received the chance to develop a sense of independence and the ability to take on responsibility. Furthermore, she
states that the working environment at school is a contributing factor to the pupils’ passivity and that it is the traditional and anon-
ymous classroom environment—the locked computer rooms and the controlled scheduled hours—that extinguish the pupils’ creativity
and ability to take initiative.

The possible meaning potential in Eva’s example can be represented as a relation between a teacher’s desire to firmly guide her
students toward knowledge objectives and her desire to develop the pupils’ independence, and their ability to take initiative and
to be creative. In other words, it is possible to assert that there exists an opposition within a teacher’s assignment between these
two extremes that does not seem to be explicit in the dialogue. By contrast, Martin (2) argues that it is the outmoded school traditions
that inhibit developing alternative working environments. Harry (3) points out that it is important to create a school environment
where pupils feel it is fun to learn. Karin (4) and Carl (5) regard the pupils’ vandalism and theft as a reason why the school environ-
ment cannot be changed.

All of these assertions present reasonable explanations for the situation at Eva’s school, but at the same time not one of the students
actually focus on the meaning potential in the example and the individual teacher’s possibilities to gradually develop pupils’ ability to take
responsibility and sense of independence. This implies that the dialogue did not successfully clarify in what way a teacher’s conduct and
priorities can affect the pupils’ attitude towards their own learning and their ability to take responsibility. The posts focus instead mostly
on the limitations and impediments that make work more difficult for teachers, and the students convey their responses without closer
reflection on new solutions or alternative modes of conduct concerning a teacher’s role.

The thematic pattern in excerpt 1 can, therefore, represent an example of an accepting or confirming discourse in which the student
teachers primarily passively reproduce and re-express each other’s ideas and thoughts (2, 3, 4, 5). In other words, it is a situation in which
student teachers mostly accept and confirm other’s posts, which in turn results in them failing to explicate the possible meaning potential
as a basis for their own learning and development. The dialogue also seems not to focus on the purpose of the assignment, whicl
define the professional teacher’s role as a clear educational leader who simultaneously strives to enable pupils to take responsibility for
their own learning and their working environment. According to Bakhtin (1981), a dialogue that primarily consists of conceptual and intel-
lectual reproductions can be identified as authoritative. Through this Bakhtin signifies that the dialogue is characteristically monological and
does not have the purpose of questioning or developing previous contributions in the discussion. Bakhtin states, “its authority was already
acknowledged in the past. It is a prior discourse” (p.342). This suggests that the student teachers avoid, for the most part, contradictory
understandings and that the interpretive dialogic interaction is more or less absent. A summary of the dialogue in excerpt 1 is given in
Fig. 1.

At a later point, the same group of students were involved in a dialogue on how a teacher can contribute to the creation of the conditions
needed for pupils’ learning and development. The students had studied three different reports within this subject area and were focused, at
that point, on a report concerning schoolchildren’s’ increasing use of computers and their inadequate checking of the validity of informa-
tion from Internet sources. The discussion went on to cover the pupils’ playing computer games and the need to set limits on their com-
puter usage. In this dialogue, it is possible to define the possible meaning potential between, on the one hand, the teachers’ need to control
what the pupils use the computers for and how much they can use them, and, on the other hand, support the pupils’ own abilities to set
limits for playing computer games and the necessity of checking the validity of electronic sources. Excerpt 2 considers the opposition be-
tween teachers’ control and pupils’ development.

1. Eva [December 11 [...] 'm now teaching an Mp-class where the majority of boys want to be computer game developers and,
2005] therefore, have chosen the Media programme. The pupils play a lot of games in their spare time and most

of them have access to a computer of their own. In my class, most of my pupils, just like in the study, play
“The Sims” (both girls and boys), as well as CS (which is almost exclusively played by boys). Just about
everyone has played games that have an age limit of 18 (like Vice City), even if they only stay at the first
level. They don't think it's hard to do, and their parents either don’t care that the game is restricted or that
they play at a friend’s house where the parents don't involve themselves in what happens with the
computer. In a teaching resource about the effects of computer game violence that I use in my lessons, a
boy relates that, when out in town, after a whole day of having played Vice City, he considers, before
coming to his senses, stealing a car since he’s tired of walking. It's about only the short-term effect and not
any long-term personality change.
The high-consuming kids and teenagers in the study admit that they spend too much time with high
technology. This is something I've experienced myself when talking to a number of pupils who are always
tired in the morning and whose grades are being affected by playing too many computer games too late in
the evening. Most of them would like to reduce their playing but say it's hard to do on their own. I usually
suggest a combined effort by the parents, the school and the pupil where we together set limits on how
many hours games can be played, which we then follow-up with school reports on attendance and grades.

[-]
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(continued)
2. Martin [December 13 I know that this is your area of expertise, so | was a bit curious to know how you would interpret that report. I
2005] get a feeling that your post expands on the report we had to read, and, essentially, I think that you describe
today’s situation among teenagers’ use of technology perfectly. However, what [ don’t have is your personal
interpretation and reaction to the report.
3. Harry [December 14 I can agree with Martin in certain respects that you expand upon the report with your knowledge of the area
2005] and don’t give your own slant on it. It is, after all, your subject. However, I do think that you raise an important
question that isn’t illustrated in the report, that is, if children have rules around media they learn indirectly that
that which we receive via the media is important and isn’t something to just waste. That's what I believe. If
children have free access to all types of media, I believe that they don’t learn to sift through it and check the
validity of what they find. Without rules at home, you get, for example, the problem of tired children and
teenagers because of too little sleep. Then they can’'t keep up in the lessons and receive poor grades.
4. Carl [December 15 I think that your post reflects reality better than the report we were supposed to read. Therefore, I think that we
2005] parents have to be clearer with setting boundaries for how often computer and TV games can be played and
which games they can play.
5. Karin [December 15  Interesting thoughts regarding media usage amongst young people! My interest was caught by what you said
2005] about having rules to control Internet usage and that you could, for example, block certain search words. It must
be incredibly difficult as a parent to keep track of how the Internet is used and to what purpose. You can't sit
with them the whole time so as to keep track. It's just good then that you can set some kind of limits. At the
same time, you know from experience that pupils are extremely good at getting around such things. We have,
for example, blocked MSN at our school but despite this, you often see pupils sitting and chatting via MSN.
6. Lena [December 17 I agree with the above, that your post was an interesting compliment to the report that we read. I think as well

2005] that the late nights can be a problem when you go to school. It's like some sort of game demon gets hold of
5 them; I'd just like to shoot it dead.../Lena.
7. Eva [December 17 Hi, thanks for all the answers! Great that you, Michael, reacted to me not being so personal in my post, I take
2005] onboard your criticism! As an excuse, I fall back on lack of space. However, above all, I want to point out that I'm

not trying to condemn my pupils’ CHOICE of media. If I'm going to have constructive discussions about media
with my pupils, then I have to take their experience and media habits seriously. But if they, like I wrote, show
me a site that | consider unethical and completely corrupt, I tell them that and explain why I think that. And, [
usually try to create a bit of debate around the subject. I believe that they need to hear an adult’s view,
otherwise they wouldn't have shown me the site, but at the same time, I respect their views. Above all, the time
that pupils spend on computer games is, nevertheless, a problem. It's all about that we teachers and parents
have to dare to get to grips with the problem and limit the amount of screen time.

In this dialogue Eva (1) raises the problem with upper-secondary school students and the increasing computer game playing during
their spare time and in school; she points out how this can have a negative effect on pupils’ school performance. Further, she argues
that cooperation between school and home can establish reasonable rules for pupils’ computer usage and create conditions wherein
they can be adhered to. Martin (2) essentially confirms Eva’s post but also asks after her personal interpretation and understanding,
since he knows that they are discussing her area of expertise. Harry (3) also starts with confirming the previous post, but at the same
time by saying “if children have rules around media they learn indirectly that that which we receive via the media is important and
isn't something to just waste,” he seems to indirectly argue that pupils need to understand the meaning and purpose of the rules.
He also argues that unlimited computer usage does not automatically develop pupils’ ability to check the validity of sources and seems
to, thereby, point out the need to discuss the problem with the pupils. Even Karin (5) starts with a confirmation of previous posts, but
focuses then on the problem of setting boundaries for pupils’ computer usage by stating that it is not possible to have full control and
that pupils often get around the limitations.

It can be asserted that Harry’s (3) and Karin’s (5) statements create the conditions for highlighting the possible meaning potential in the
assignment in that they problemize that assertion that the teacher needs to set boundaries for pupils’ computer usage. It is also reasonable
to assume that Harry and Karin's statements impel Eva (7) to clarify that her intention was not to “condemn [her] pupils’ CHOICE of media”
and that her goal has been to have constructive discussions with her pupils about media and their media usage. Simultaneously, she still
insists that it is necessary to protect and help her pupils through limiting their computer usage.

The thematic pattern in the dialogue in excerpt 2 constitutes yet another example of an accepting and confirming discourse (4, 5, 6). Both
Harry's (3) and Karin's (5) statements exemplify how the students first acknowledge previous posts in order to then gradually question
what has been previously said or in order to add new opinions. Through this, the possible meaning potential is clarified between, on
the one hand, the teachers’ need to control what the pupils use the computers for and how much they can use them, and, on the other
hand, supporting the pupils’ own abilities to set limits for playing computer games and to check the validity of sources. It can also be as-
serted that Harry’s and Karin's statements initiate a negotiation about computers as tools in schools, which implies that the participants
need to use a different approach to arguing for their opinions. In this way, the dialogue also develops from being authoritative towards
being increasingly persuasive. According to Bakhtin (1986, 2004), this signifies that various voices can be heard and that the words that
are used consist partly of their own words and partly of others’ words. These words are developed during an inner and outer struggle be-
tween differing points of view and values. Rommetveit (2003) emphasises also that pluralistic cultures and discourses make use of inter-
pretive and persuasive dialogues in order to create a common understanding. At the same time, it can be asserted that the participants are
still not quite capable of using the meaning potential to focus on how professional teachers can get on with developing their pupils’ under-
standing of the problems, that is, the discussion is not really able to focus on how teachers can set about balancing, on the one hand,
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formulating clear rules for computer usage and, on the other hand, supporting the pupils’ own development towards becoming responsible
adults. A summary of the dialogue in excerpt 2 is given in Fig. 2.

In the third excerpt, the student teachers are engaged in a discussion about what significance the pupils’ social situation has on their
learning and development. The students have studied literature on socio-cultural learning and development processes. Their assignment is
to describe a concrete teaching situation that is linked to the literature and to reflect on the course of events in the situation. In this assign-
ment, the possible meaning potentials arise primarily from the students’ own examples and from how they are able to use the literature to
analyse the described teaching situation. In excerpt 3, Martin takes up an example from his school.

1. Martin [January 17
2006]

2. Harry [January 25

2006]

3. Lena [January 26

2006]

4. Carl [January 26
2006

The class was assembled, except for Anders, and no one knew where he was; and when he finally arrived, he was
15 min late. Anders was given a reprimand but he just shrugged his shoulders and scoffed; he didn’t seem to care
particularly and that made me very thoughtful. My first thought was that since I'm a new teacher, he was
checking where my limits were. [...]

His absenteeism had begun to increase dramatically, not just in my lessons but also even in the core subjects,
and I saw that as a major problem, and one that was not acceptable. [ told Anders this in a private interview.

A meeting was called with the school’s personnel, the pupil and his parents. In the meeting, I was very clear,
as a teacher, which guidelines should be followed, and received good support from his parents. We made a
verbal agreement where it was decided that Anders needed to have perfect attendance for a six-week period,
both in my lessons as well as the core subject lessons in order to be able to complete the course. His parents
were to be kept up to date during the period and then a follow-up meeting would be held. The pupil was in
complete agreement with this and he himself wanted a change to happen. Siljo states: “The pupil in school
can be compared to a master’s apprentice. The apprentice, or pupil, needs to speak up and act for learning to
take place” (Claesson, 2002, p. 32). He decided for himself to complete his courses and he wanted to do it
independently. The result was that Anders finished the courses in house building with tutoring from me, and
his absenteeism changed to perfect attendance. Even in his core subjects, Anders succeeded in keeping his
grades. I never doubted Anders because I had seen that he had the capacity to succeed. Just like Sdljo stated:
(2005). “One can not understand how people learn and develop unless one considers the situational aspects
of learning. Those who have difficulty in one situation could find it easy in another.” (p. 66) Anders showed
that he developed and took on more responsibility when he was allowed to work independently. Along with
that, Ander’s self-esteem also grew.

When I look back to before our meeting, I see that Anders has changed very much. His relationship with
his father has improved considerably, as has the interactions between Anders and myself, as well other
teachers. I believe this was a contributing factor to his becoming more positive, and he has regained his
desire to work. As a consequence, in the future I'm going to react in a similar way at an earlier stage. The
parents play an important role and have to be informed, and even, if necessary, the school welfare officer
and the school nurse. The whole time, I had a conviction that [ could change the course of this negative
trend towards something positive. My belief in myself was strong and I trusted my gut instinct and acted
out of common sense.

Your post is a good example of the socio-culture’s impact on learning. It's also a good example of how an engaged
and sensible teacher should act. You didn’t give up but worked from your feeling and convictions. Think what
would happen if more teachers had been so considerate. It's interesting to see in Anders’ case that one thing
affects others. When everything started to work in school for Anders, then it also started working better at home,
and so it worked better in school, and so on. Good post!

I can’t do anything but agree with Harry, an interesting example from your daily life! It clearly shows that
Vygotsky's theories on learning are consistent with reality. Without your attentive awareness, who knows what
might have happened with this guy!

I am personally acquainted with parts of your story. It was moving to hear how you got that pupil on the
right track. What you say is that it's so important to show a pupil that you believe in himself/herself. The
balancing act is that teachers need to know the pupil’s capacity to manage the demands that school places
on the pupil. The finesse is to not set too-high demands, and the pupil should see the goal as realistic.
Through understanding the pupil’s social conditions, you can help the pupil through difficulties and get the
pupil to break cultural conditioning, The instinct that a teacher has about a pupil needs to be treated
cautiously and analysed carefully. In parent-teacher-student conferences, the teacher has, together with the
parents, the possibility, among other things, of getting an insight into the pupil's home environment. In
order to be able to help the pupil reach his/her personal goals, the teacher needs to show a lot of flexibility
and openness for different teaching methods. It's a balancing act that I think you handled brilliantly. At that
same time, you showed an intuitive feeling for how you helped steer the pupil on to the right track. In this,
you have shown great patience, and I think it would be interesting to discuss what “patience” means for a
teacher. How do you get it? Or, is it a trait you are born with? And can you develop it? I think you have
illustrated a good encounter and how you tried to solve it. | am impressed, if I had been asked, I would
have said it was very difficult. You can see how dangerous it is with preconceived ideas; thanks that you
showed that I was wrong.
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(continued)
5. Karin [January 27 It makes me very happy to hear that teachers manage to get involved in the pupils’ social situation. It really gives
2006] fantastic results! Through creating a secure environment in school, the home environment can be affected.
Sometimes it means just needing to be noticed by somebody. If one is right in the middle of a divorce, it's hard to
find some space. I have just started working at a new school and have taken over half a class as group tutor. [ have
been warned by a number of different teachers to not get “too” involved with one of the girls. They told how she
rang a teacher’s home in the middle of the night and cried, talking about committing suicide. Because the
teachers couldn’t cope, she’s had to switch tutor groups a number of times. I've wondered a lot about what they
really mean. Personally, I find it difficult not to be engaged, but at the same time, we, as teachers, don’t have any
training in handling crisis situations.
6. Eva [January 28 Interesting to hear how you changed the trend with Anders. I have similar experiences with one of my tutorial
2006] pupils but, unfortunately, it hasn't gone as well there. In that case, it's actually about a behaviour that has been
going on since the beginning of school and, therefore, very difficult to change. You show in your post how
important it is that we teachers are receptive in teaching situations and try to really see each and every pupil.
Karin, you write that you received advice from your colleagues to not get too involved in one of your pupils. I can
be only incredibly furious over such statements. Within social services, they often talk about co-dependency,
which one should watch out for very carefully. It is NOT the same thing as caring for a pupil that is having a hard
time. As adults, it's our responsibility to listen and guide a pupil on to professional help if needed. Not to try to
solve their problems by ourselves, because we aren’t trained to do that, but steer them in the right direction. I
know that upper-secondary teachers belittle student welfare. People choose the higher school forms in order to
teach a subject that they're enthusiastic about and are not interested in seeing the overall picture in education:
the importance of pupils feeling comfortable in their learning environment and social situation so that they can
take in knowledge. There now, I've written down all my thoughts. . ;).
7. Harry [January 29 Hi Karin! What you describe about a pupil ringing home to a teacher, crying and threatening to commit suicide
2006] should be taken absolutely seriously. That most people’s suicide attempts are a cry for help and that they really
don’t think of going through with it is a myth. This is what two Swedish researchers have recently shown in a
doctorial thesis, so it's serious research. You don't need years of training as a psychologist to help people in crisis,
that's what my years in the armed forces taught me. The important thing is that this pupil has someone to talk to.
Maybe she doesn’t have an adult at home that she can talk to so it's a teacher that she turns to. Try using four
steps: 1. Ask what's happened. Let the pupil talk. 2. Ask how it felt/feels. What feelings are you battling with? 3.
How do you want to move on + What can I do? 4. How does it feel now? I had to learn that once so that I could
take care of soldiers with combat reactions (read combat stress) and it is a method that works.

8. Eva [January 29 Thanks Harry! I'll take that at least with me in my roll as teachers, tutor and fellow human being.
2006]

9. Karin [January 29 Hi again! It's great to hear that you think like I think! I don’t understand how you can't care or get involved when
2006] it's about pupils. Thanks Harry for good advice! Often it helps just to listen and actually hear what they say.

Dialogic Level | Thematic pattern in the dialogue

Persuasive and
preliminary
negotiation

accepting, confirming and questioning
clements of passively reproducing posts

negotiations

responses create possible meaning potentials

failure to use meaning potential as a basis for learning and develop-
ment

Fig. 2. Summary of description of persuasive and preliminary negotiation.

In the dialogue, Martin (1) describes a pupil who comes to a lesson 15 min late and ignores a reprimand by the teacher. Martin relates how he
first experienced the situation as the pupil in question testing his boundaries since he was a new teacher to the school. However, according to
Martin, the event did not represent an isolated incident, rather the pupil’s attendance had being decreasing dramatically prior to that. Martin
confronted the pupil about the incident and his absenteeism in a private talk, and a meeting with his parents was called. At the meeting, a
verbal agreement which stipulated that the pupil needed to have perfect attendance for a six-week period in order to be able to receive a pass
in the course was made. According to Martin, the meeting and the agreement signifies a clear turning point for the pupil, and resulted in the
pupil in question passing the course and changing his behaviour.

Carl (4) builds on Martin’s example when he focuses on the conditions for teachers to succeed in shifting a negative personality trait in a
pupil. He also develops the thought that the teacher assignment can be seen as a compromise between, on the one hand, the teacher’s ability
to take into consideration the pupils’ social and cultural conditions and, on the other hand, the educational demands she/he needs to put on the
pupils. His comments, therefore, also clarify a possible meaning potential in the teacher role that the students do not actually discuss further.

Karin (5) focuses instead on another meaning potential through raising the dilemma about what boundaries teachers should have in
their involvement with pupils. She relates that she had been warned by her teaching colleagues not to “get ‘too” involved with” one of
her pupils who was in crisis. The possible meaning potential in Karin’s example can be represented by the ability, on the one hand, to
understand and get involved in pupils’ social situations in order to support their learning and development and, on the other hand, the
professional teacher's ability to clarify boundaries in the teacher’s role.
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Eva’s post confirms first Martin's course of action to deal with the pupil's absenteeism. In the same post, she, like Martin, expresses
objections to the advice Karin had received from her colleagues. Eva questions the teachers’ actions and focuses on the distinction be-
tween involving oneself and becoming co-dependent, which she states as “NOT the same thing as caring for a pupil that is having a hard
time.” Similarly, she points out that involvement in the teaching role is a question of guiding a pupil with a serious problem towards
professional help. In her comments, she is critical of working teachers who only see themselves as knowledge brokers and, therefore, do
not see the connection between the pupils’ socio-cultural environment and their learning. Through this, she explicates and deepens the
meaning potential that Karin previously initiated and drives the discussion further. Consequently, the meaning potential is being used as
a starting point to describe the teacher’s assignment through focusing on the overall picture in teaching and the “importance of pupils
feeling comfortable in their learning environment and social situation so that they can take in knowledge.” Even Harry (7) returns to the
discussion and extends Eva’s post with advice about how one can proceed in providing immediate support for a pupil that is in
difficulty.

The thematic pattern in excerpt 3 consists of yet another example of a discourse that consists of accepting and confirming contributions
(for example, 2, 3, 9). At the same time, it is clear that subsequent posts in the discussions can primarily be seen as actively questioning parts
of what was previously stated or further developing the discussion through providing new opinions or examples (4, 5, 6, 7). In a comparison
of excerpt 1 and 2, it is also clear that the number of posts that passively reproduce what someone has previously stated has decreased and
that others’ statements are reworded into their own words (ex. 3). This suggests that the participants, to a greater extent than before, be-
come shareholders and co-authors in a common account (Rommetveit, 2003). In such a discourse, knowledge and understanding tends to
become increasingly socially distributed between the students and a common understanding is developed through negotiations. According
to Bakhtin (1986, 2004), the active understanding, therefore, becomes increasingly dialogic and the voices in the dialogue develop from
having been authoritative and monological to being increasingly persuasive and active. Moreover, the everyday examples described by
the students in the dialogue create more possible meaning potentials, which are then made explicit in the discussion. Karin's (5) example
clarifies the meaning potential between, on the one hand, to get involved in pupils’ social situations and, on the other hand, the teacher’s
ability to clarify boundaries in the teacher’s role. This meaning potential is then used by Eva (6) as a basis for creating a distinction between
the socially engaged teacher and the co-dependent teacher, which in turn creates possibilities to use the meaning potential as a basis for
learning and development. A summary of the dialogue in excerpt 3 is given in Fig. 3.

Through focusing and analysing one groups’ joint efforts and work with course assignments, over nine-months of participation in a web-
based community, it have been obvious that the students seem to successively develop a competence to use others’ utterances as a tool for
learning. It has also, throughout the analysis, been explicit that it is possible to describe the development of this competence, not only as an
individual appropriation but also as an extended, collective competence to collaborate within the group. In this way, the excerpts only con-
stitute three descriptions of different levels of a groups’ ability to use dialogues as a tool for developing a collective competence of collab-
oration. This does not mean that they constitute all possible levels a group of students can go through in this situation. A summary of the
three dialogic levels is described in Fig. 4.

Dialogic Level | Thematic pattern in the dialogue

Persuasive and | o accepting, confirming or actively questioning and a desire to develop

co-authorial the discussion
negotiation * few or no elements of reproducing posts
* others’ statements reworded to own words
. i are and co-authors in the account, negotia-
tions

responses create possible meaning potentials
use of meaning potential actively as basis for learning and develop-
ment

Fig. 3. Summary of description of persuasive and co-authorial negotiation.

Dialogic Level The levels of thematic pattern in the dialogue
Passive and « accepting and confirming
authoritative * passively reproducing
* monological and authoritative
o failure to explicate the possible meaning potential in the dialogue as a

basis for learning and development
accepting, confirming and questioning
elements of passively reproducing posts
negotiations
responses create possible meaning potentials
failure to use meaning potential as a basis for learning and development
Persuasive and co- accepting, confirming or actively questioning and a desire to develop
authorial negotiation the discussion
few or no elements of reproducing posts
others’ statements reworded to own words
are and co-authors in the account,
responses create possible meaning potentials
use of meaning potential actively as basis for learning and development

Persuasive and pre-
liminary negotiation

Fig. 4. Summary of the three levels of thematic pattern in the dialogues.



666 L Amhag, A. Jakobsson/Computers & Education 52 (2009) 656-667
5. Discussion

The purpose of this study has been to examine in what ways students’ joint ability to use the written, asynchronous dialogues as a tool
for learning is developed over nine-months of participation in a web-based learning community. In this study, we have chosen to name this
joint ability as a collective competence of collaboration and to define it as the level of learning ability a group of students express when
using dialogues as a tool for their own and other’s learning. This point of departure is built on Bakhtin (1986, 2004), Linell (1998, 2001)
frameworks and assumptions that learning is a phenomenon that arises as a collective process situated in a specific situation and context.
In addition, Rommetveit (2003) theories on dialogic interactions and meaning potentials have been used in order to understand how stu-
dents become shareholders and co-authors in a joint construction of meaning. However, studies (e.g. Scardamalia and Bereiter, 1994; Stahl
et al.,, 2006) in this field often assume that participants automatically are able to use collaboration as a tool for learning and knowledge
development when they are involved in web-based learning. Other studies (e.g. Lipponen et al., 2001; Lindberg and Olofsson, 2005; Jakobs-
son, 2006) also reveal that students are not always active participants in these environments and that the outcome tends to result in rel-
atively superficial or unreflective reproductions. The question is: is it possible to assume that students have the ability to use collaboration
as a learning tool or does this ability need to be focused upon in order to be developed.

In this study, 40 student teachers participated in web-based courses, which did not explicitly aim to develop the students’ abilities to
collaborate or to use other’s utterances as a tool for learning. In spite of this, the analysis revealed clearly that all groups in some ways
actually developed a collective competence to collaborate and used this competence in order to enhance their own and other’s learning
about the course content. At the same time, the analysis showed that it was possible to identify different levels of this ability. The excerpts
in the result section aim to describe these different levels of a group’s ability to use dialogues as a tool for learning. As said before, this does
not mean that they constitute all possible levels a group of students can go through in this situation. Rather, they should be understood as
examples that constitute three different levels of the collective competences of collaboration a group of students can express.

The first dialogic level represents an example of an accepting or confirming discourse, in which the students first and foremost passively
reproduce and re-express each other’s ideas and thoughts. We identified the dialogue as authoritative (Bakhtin, 1981), as it mostly con-
sisted of conceptual and intellectual re-productions. The dialogues are characteristically monological (Rommetveit, 2003) and do not
aim to question or develop previous contributions to the discussion. At this level, the students seem to avoid contradictory understandings
and fail to explicate the possible meaning potentials as a basis for learning.

The second dialogic level represents an example of an accepting and confirming discourse; but, at the same time, the students’ state-
ments exemplify how they first acknowledge previous posts in order to gradually question what previously has been said or in order to add
new opinions. The possible meaning potentials are occasionally made explicit but do not seem to be used as a tool for enhanced learning at
this level. At the same time, the dialogues tend, to a greater extent than before, to initiate negotiations about different opinions or stand-
points. According to Bakhtin (1981), this kind of dialogue represents a situation where various voices can be heard and is increasingly
developed towards a persuasive discourse. In this particular form of discourse, the students’ utterances partly consist of their own words
and voices and partly of other’s.

The third dialogic level constitutes a situation where there is a noticeable reduction in the number of posts that passively re-produce
what someone previously stated. Now, the students more actively question what was previously stated or they further develop the discus-
sion through providing new opinions or examples. In this way the participants, to a greater extent than before, become shareholders and
co-authors in a common account (Rommetveit, 2003). In such discourse, knowledge and understanding tend to become increasingly so-
cially distributed among the students and a common understanding is developed through negotiations. According to Bakhtin (1986,
2004), the active understanding also becomes increasingly dialogical and the voices develop from being authoritative and monological
to increasingly persuasive and active. In this situation, the dialogues often succeed in making the meaning potentials (Rommetveit,
2003) explicit and visible, which in turn create increased prerequisites for the students to use them as a basis for learning and development
to a higher degree than before.

On the whole, all groups actually developed some kind of collective competence to collaborate, and they used this ability as a tool for
learning. Further, it is possible to claim that this development was inconsistent in different groups, but also varying within the sample
group throughout the nine-months of participation. The analysis also conveys that the dialogues in most groups actually can be described
as a dialogic level: level one or two most of the time and only occasionally as a level three dialogue. It is also possible to state that for some
groups the development of the collective competence to collaborate was problematic, and in these groups there existed a tendency to get
into a rut at lower dialogical levels. In order to further scrutinize what constitutes these hindrances or problems, additional research is
required. However, the results of this study clearly indicate that if students are to be able to develop an ability to collaborate at dialogic
level three, the collective competence to collaborate needs to be in focus and needs to be reinforced by resources with the goal of estab-
lishing this.

5.1. Online education implications

One important conclusion from the results of this study is that the competence to use collaboration as a learning tool does not seem to
be a quality that the participants automatically have when they participate in online education. Rather, this ability should be understood as
a collective competence that a group of participants actually could develop when they are collectively engaged in course assignment in
online settings. Consequently, this implies that the ability to use collaboration as a learning tool is situated in a specific situation. Further-
more, the organisation of the online course has to support this development in order to accomplish the best prerequisites for learning. The
teacher, or course leader could, therefore, use the different dialogic levels described in this study as an analytic tool in order to scrutinize
how students manage to develop the collective ability to use dialogues for learning. This course of action could also create prerequisites for
the teacher to help him or her to focus on student groups that seem to have problems developing this ability, or to focus on groups that only
work routinely at lower dialogical levels.

One way of supporting the students during online courses could be to use Rommetveit (2003) framework of meaning potentials. The
results of this study indicate deeper and more productive dialogues and enhanced learning when different understandings, significances
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and contradictions in course assignments are made visible and explicit to the participants. Hence, the aim is that the students should de-
velop the ability to independently identify the meaning potentials for enhanced learning. At a later stage, the three dialogic levels could
also be used as a metacognitive tool for students in order to improve group efficiency and to present the group with the possibility of ana-
lysing their own dialogues retrospectively. This means that the students could use their own dialogues from earlier assignments in order to
enhance their own development.

A third implication in this study is related to future research within this field and how we might understand and interpret dialogues.
According to Linell (1998, 2001), there has been a tradition in research in human learning and development to view utterances and their
meaning in dialogues only as the speaker’s communicative intentions and to see the listener as a person only intent on recovering these
intentions. However, by adopting this traditional approach, one runs the risk of disregarding the collaborative and collective nature in dia-
logues, thereby losing the essence of how meaning arises when two or more voices connect, both as speaking and listening voices. As an
alternative, we argue that such a situation might better be understood as a social and collective process where the speaker becomes depen-
dent on the listener as a co-author and, at the same time, becomes a listener to his or her own utterances in a sense-making verbalization
process.
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The research reported in this study is based on a socio-cultural understanding of collaborative
learning and development, combined with Bakhtin’s theoretical framework of dialogues. It
investigates in which ways student web-based contributions relate to the task, in a
collaborative process of learning. It is noted whether literature is referred to and if theoretical
developments are made. Additionally, the study examines the ways in which the meaning
content in written asynchronous dialogues involves different voices, as a tool for the students’
own and others’ learning. Data were collected from 40 student teachers’ responses and
discussions of four assignments (N=759) from two 15 credit web-based courses. The data
were supplemented by three assignments (N=265) from next 15 credit web-based course, in
order to follow the development of students’ collaborative learning competence during a
longer period, and more specifically their use of voices when interacting in written
asynchronous dialogues. Voice shall here be understood as person’s utterance, including
meaning of own and others’ words from different contexts, and expressed from a particular
viewpoint or perspective. A close investigation of the voices with meaning of others’ words
shows how student contributions gradually changed character over the three courses, as the
personal, social interaction became more objective and task-related.

1. Introduction

Do students’ responses and discussions in asynchronous web-based forum groups have an
impact on collective and collaborative learning? And if so, how does the collaborative process
of negotiating and developing meaning take shape in practice? Which features in the students’
contributions are necessary to get a real discussion going? How can pre-established or
unfounded opinions be challenged and nuanced; how can new understanding be reached?
According to the intentions behind many web-based courses, the participants are expected to
use the web-based environment to discuss literature and assignments, as well as to share
knowledge and experiences. Distance education usually consists of optional web-based
conversations between teachers and students, or among groups of students, concerning
specific course content. The classic study by Scardamalia and Bereiter (1994) is often
discussed as a source of inspiration for these learning environments. Other researchers
describe web-based learning as a collaborative process, in which participants negotiate and
share meanings within an interactive, collective context (Stahl, Koschmann & Suthers, 2006;
Stahl & Hesse, 2007). The asynchronous dialogues thereby become a form of conversation, in
which participants are mutually dependent on each other, since those who write and those
who read are co-authors and shareholders in a common negotiation, aiming to develop
meaning and understanding of the course content. Other studies (e.g. Dysthe, 2002; Amhag &
Jakobsson, 2009) illustrate the potential in web-based dialogues as the range of meaning-
mediating possibilities, and as an active tool with self-reflective and interdependent thoughts,
where each student can contribute with his or her own expertise, and receive new information
and experiences from others. Further studies (e.g. Meyer, 2003; Schellens & Valcke, 2005;
Wegerif, 2007; Richardson & Ice, 2010) point to the importance of writing to develop higher-
order and critical thinking, and finding ways that make participants’ discussions more
concentrated on course content.



The purpose of this study is to investigate in which ways students’ web-based
contributions relate to the tasks of a series of assignments. Assignments involved active
participation in discussions, reflection, as well as relating to both theory/literature and own
experience. The study further investigates how the meaning content in the written
asynchronous dialogues that were examined is given a function as part of a chain of collective
reasoning, so that it serves as a tool for their own and other’s learning. The starting point for
the reasoning pursued in this article is that what is negotiated between students is meaning.
Negotiating meaning requires not only to make a claim about something, but also to
understand the facts and assumptions in literature and theories, and the role played by
different possible solutions to a problem. In order to study this phenomenon, the choice has
here been made to consider the students’ ability to comprehend and follow others arguments -
regardless of whether the arguments are experience-based or based in literature - as a
collective competence. This means that dialogues are considered as intrinsically social and
collective processes, where students are engaged in sense-making activities in the course of
the verbalisation process itself (Linell, 1998, 2001).

In a previous study (Amhag & Jakobsson, 2009), examples were provided of how students
in different grades gradually learn to use the potential of meaning in written asynchronous
dialogues during two academic web-based courses. That study was based on Bakhtin’s (1981;
1986, 2004a & b) and Rommetveit’s (1992; 2003) concepts and terms. If we accept that
students negotiate meaning, the learning potential lies in which elements of meaning in an
utterance the students choose to take note of. New opportunities for learning and creating
meaning arise in the potential of tensions existing between the different voices in the
contributions, and in interaction with other students’ utterances in the dialogues. Based on the
results of this study (Amhag & Jakobsson, 2009) it could be noted that the development was
inconsistent in different groups, but also varied within the sample group throughout the two
courses. It therefore appeared relevant to further investigate ways in which students use the
meaning content in their own and others' dialogues in web-based settings, as a tool to develop
individual and collective learning in distance education.

1.1 Web-based education

Today, web-based learning environments have become increasingly wide-spread and
important learning settings in higher education, both in distance courses and on-campus
courses. The belief in the powerful educational potentials of face-to-face group dynamics is
firmly rooted, as well as the benefits of other forms of direct communication between people.
But it is frequently taken for granted that students are already able to use collaboration as a
tool for their own knowledge development, rather than needing to gradually gain competence
in effective collaborative learning strategies. Matusov (2007, p. 218) emphasizes that many
academic subjects in fact lack a strong discursive community, because the students’ replies
are based upon their own opinions, which are often uninformed, capricious and poorly
developed. He believes’ that this situation is shaped by the invisible authority of social
traditions, as well as voices of the external authority of expert texts or teacher.

The field of ICT-mediated learning and web-based education is extensively researched.
Very different areas and aspects are focused in this research. As an example, research is
currently conducted on technical self-regulated learning (SRL) systems with scaffolding
support, aiming to develop independent learning skills among students. It is still a challenge
to provide an environment conducive for learning. Efforts are also being made to improve
accessibility, so that learners can easily access learning materials outdoors, e.g. using instant
messengers or surfing (for research in this area, see Kuei-Ping et al., 2010; Shih et al., 2010;
Xun et al., 2010). A frequent pedagogical problem in web-based education, discussed by
Stahl and Hesse (2008), and Garrison and Arbaugh (2007), is that students and teachers
mainly focus on the individual learning process. Insufficient attention is devoted to the



curriculum objectives and learning outcomes. Another educational problem in web-based
courses, described by Stahl and Hesse (2008), is that students and teachers tend to focus on
procedural learning and ignore the conceptual learning intended by the curriculum designers.
Other studies (e.g. Lipponen et al., 2001; Jakobsson, 2006) conclude that these courses tend to
result in relatively superficial or unreflective re-productions among both individual students
and student groups. The dialogues investigated in these studies soon assume the character of
transmitting ‘information’. They become a simple confirmation of what others have already
written, and therefore the participants do not succeed in developing deeper knowledge
construction.

Another strand of research investigates web-based interaction from the perspective of
dialogue as text. According to Linell (1998, 2001; 2003a: 2003b), this type of analysis tends
to describe the meaningful content of the dialogues, based on the communicative intentions of
the writer. It is assumed that the reader's task basically consists of deciphering these
intentions. This perspective on learning derives from a “transfer-and-exchange model of
communication”. Linell argues that there is a risk that the utterances will be understood as
individually created, with the risk of ignoring the social and cultural dimensions of dialogue.

2. Theoretical approach

For the past decade, theories of Computer Supported Collaborative Learning (CSCL) have
grown into a relatively well-developed area of research. These theories are characterised by
their emphasis on the importance of the social context for learning. To understand web-based
social and dialogic interactions and relations between them, the author has here instead
chosen to adopt an overall theoretical approach informed by socio-cultural theory, combined
with concepts and theories from the Russian linguist Mikhail Bakhtin. Emphasis is above all
placed on Bakhtin’s specific way to understand the dynamic forces and various layers of
meaning that characterise dialogic interaction. The perspective adopted in this study is
distinguished by the assertion that it is not possible to understand people’s learning and
development solely from individual actions or development. Dialogue exchange is a dynamic
process, and it is the combination of individual actions and the complex relationships between
various voices that together shape the process and lead to effects. Seen from a socio-cultural
perspective (Vygotsky, 1978; 1988; Wertsch, 1991; 1998; 2007), and Bakhtin’s theoretical
framework of dialogues (1981; 1986, 2004a & b), learning always arises as a product of
dialogue processes striving to create meaning. Bakhtin’s emphasis on dialogues has
contributed to research on different pedagogical discourse forms (Dysthe, 2002; Ferreday et
al., 2006; Jones et al., 2008). The term “discourse” is used in Bakhtin’s (1981; 1986, 2004a &
b) extended language concept. He emphasizes that a discourse is a specific context of
utterances, with a specific dialogical content: "The word in language is half someone else’s. It
becomes ‘one’s own’ only when the speaker populates it with his own intention, his own
accent, when he appropriates the word, adapting it to his own semantic and expressive
intention” (1981, p. 293).

A related notion is the term ‘mediation’, which is used in socio-cultural theory, to
highlight the development zone, that is, the difference between what the students already
know, and what they can achieve with assistance from others (Vygotsky, 1978; 1988;
Wertsch, 1991; 1998; 2007). This view is based on the idea that the ability to master and
appropriate new or negotiated experience, expressed orally or in writing, also implies that
people have a relationship with themselves and others. ‘Appropriation’ is in this sense not
only a concept that concerns a mechanical transfer or a passive acceptance. It also implies a
mutual creation of meaning, from different arguments and dialogues (Bakhtin, 1981: 1986,
2004b; Wertsch, 1991; 1998; 2007). Personal, creative action is regarded as a desire for
‘inter-subjectivity’ (Mortimer & Wertsch, 2003). In principle, everyone can learn through
contacts with other people. They can understand their own and others' dialogues - both



everyday conversation, and discussions related to literature. Each individual statement is
understood in relation to other statements. Based on this theoretical framework, we shall
argue that the inter-subjectivity in written, asynchronous dialogues should enable the students
to progressively shape increasingly clear and comprehensible meaning, in a process of
mediated interaction between different voices. At the same time tensions arise from the
awareness of such multi-layered meaning, involving a diversity of perspectives. This opens
new questions, as well as producing shifts in the angle of approach.

2.1 Meaning, dialogue and interaction

Meaning, dialogue and interaction are key phenomena, in both socio-cultural theory and
Bakhtin’s theoretical framework of dialogues. It is here argued that those who talk or
communicate, using written and other media, collaborate in the creation and re-creation of
new meaning. Learning is, consequently, a collective process, in which the person who writes
or speaks is interdependent on those who read or listen, as co-authors in a collaborative
construction of meanings. New meaning is generated; both by the participants’ opinions about
the subject content as such, as by their understanding of the meaning or importance of
different statements in the written, asynchronous dialogues. By new meaning, we here
understand a clear meaningful content, showing that students have an idea of what they are
writing about, and are able to argue in a new or different way with others. For example, new
meaning is created when students reflect on and examine their own and others' problems,
solutions and reasons in a critical way, or twist and turn the content around, and see it from
different angles.

In socio-cultural theory there are nuanced differences of opinion concerning the issue of
how new meaning arises. Vygotsky (1978) has been discussed in connection with the
development of learning within the zone of proximal development (ZPD), and the idea that
people’s communicative ability is the most important mediating tool. That is, when people
think and work out things, they do it with and in different symbol systems, mostly verbal or
written. Language is central, because it is the link between the individual and the outside
world. Wertsch (1998) emphasises human actions in the learning processes, and the fact that
tools have their origin in social interaction. Mediated action is often multiple and involves
interaction, sometimes even conflict. Interaction and cooperation are seen as crucial for
creating new meaning.

According to Bakhtin (1981, p. 282), the dialogue is the starting point for response, where
a meaningful change in the previous statement is involved. Every period, profession,
institution, age group or school class has its own language, with different social values and
meanings. It is in the tension between socially established concepts and the participants’
voices, that new meaning and new perspectives develop. A consequence of this analysis is
that to lead to new insights, dialogue must contain both types of elements: claims based in the
students’ personal experience, and also claims that are based in the literature and theoretical
constructions. A final condition is that this dialectical meeting does not simply lead to a
confrontation. The initial step of identifying tensions needs to be followed up, so that
reflection is progressively deepened and refined. Bakhtin (1986, 2004a) emphasizes that all
human communication is socially organised through dialogical relationships, and can be
regarded as a dialogue "between mind and world" (Holquist, 1990, 2002, p. 4). He also
stresses that the relationship between / and other plays a crucial role. The words of any
opinion can be seen as a tool or a link, in a chain between the outer conversation -
communication with others, into an inner conversation - thinking. In this manner, applying
Bakhtin’s theories bridges across the social-individual divide, and broadens the concept of
language. It is stressed that there is a dialogical interaction in all communication, but also that
this interaction occurs in different ways.



Linell (1998, 2001) highlights the difference between “talk-in-interaction” face-to-face,
and interaction that takes place when a reader reads a text from different genres, such as a
printed paper or computer screen text with specific symbols or expressions. In his discussion
of interaction, Linell uses Bakhtin’s notion of ‘word’ and ‘voice’. Linell stresses that all
words, statements, speeches and texts are mutually other-oriented - except the speaker’s own
words which are expressive, but nevertheless coloured by others” words. By saying that words
are mutually other oriented Linell means that human beings live in a world of other people's
voices, reactions to others’ voices, and ideas that result from incorporating others’ voices. It
follows that language has the potential to raise awareness for what is felt and seen. Verbal
competence can be practiced by communicating with others and thereby developing new
meaning.

Lotman (1988) and Linell highlight that dialogic interaction has a functional dualism or
duality, which includes both verbal statements as such, and all that is meaningful in the
interrelationships between the participant's texts. From Lotman’s perspective, most texts and
opinions can either be considered as a monological intermediary, or as a ‘thinking device’, or
both, often with a tension between the two functions. The monological function conveys
meaning, and works best when at least two participants’ codes or standards match one
another. The dialogic function, on the other hand, makes it possible to generate new meaning.
Both Lotman and Bakhtin (1981) emphasize that the tension between various perspectives
creates new opportunities for interpretation and reflection on both the communication and
response, even if nothing is said. For it is in the encounter between two or more voices, that
new meaning and understanding can be developed. In these relations and negotiations,
meaning potentials arise, as the range of meaning-mediating possibilities that emerge during
dialogues between students (Rommetveit, 2003).

2.2 Voices in dialogues

In the theoretical framework developed by Bakhtin (1981, p. 293), every utterance, spoken or
written, is always formed by a voice, and expressed from a particular viewpoint or
perspective. Voice shall here be understood as person’s utterance, including meaning of own
and others’ words from different contexts, and expressed from a particular viewpoint or
perspective. Bakhtin (1981, p. 427) talks about a ‘discourse” [Rus. slovo] in the dialogue, and
points to social and ideological differences within a single language. In Bakhtin’s account, the
notion of utterance is inherently linked with that of voice. It is “the speaking personality, the
speaking consciousness. A voice always has a will or desire behind it, its own timbre and
overtones” (1981, p. 434). In other words, the utterances contain dialogic overtones, which
can, for example, be composed of assertions regarding the world, ontological conclusions, or
hypotheses regarding a phenomenon. Bakhtin emphasises that language has multiple
functions, and every utterance, with its attitudes and values, places humans in a cultural and
historical tradition:

Therefore, one can say that any word exists for the speaker in three aspects: as a neutral
word of a language, belonging to nobody: as an other’s word, which belongs to another
person and is filled with echoes of the other’s utterance; and, finally, as my word, for,
since I am dealing with it in a particular situation, with a particular speech plan, it is
already imbued with my expression. (Bakhtin, 1986, 2004b, p. 88)

Wertsch (1991, p. 51) further develops Bakhtin’s notion of ‘voice’, by arguing that an
utterance can exist only by being produced by a voice with inner thoughts and feelings, others'
voices, opposing arguments, abbreviations and correctives, and so forth. Any utterance is an
activity that expresses differences in values. On an elementary level, for instance, the same
words can mean different things, depending on which words are uttered in a specific context.



Wertsch argues that Baktin’s notion of voices cannot be reduced to a sample of audio-visual
signals, since he was interested in how voices created meaning in interaction. The neutral
word, other’s word and my word, Bakhtin argues, contain the speakers’ or writers’ voices,
with reflections of the world of others, others' experiences and reasoning from others” texts,
including references and paraphrases of other people's words from literature. It follows that
‘my words’ stem from a particular situation, which connects a certain line of reasoning —
based in the process of collaborative negotiation of meaning - with internal reflections and
beliefs. In any utterance, from a single word or everyday dialogues, to complex works of
science or literature, students read between the lines and understand in different ways. The
words formed by voices or the discourse in the dialogues build a mosaic of quotations,
integrations and transformation of other utterances or texts.

The process can additionally be interpreted as the manifestation of polyphony, because the
students’ independent voices in the written, asynchronous dialogues have the same value or
authority as authors in books (Meller Andersen, 2002; 2007). Polyphony is a literary term
introduced by Bakhtin (1984), and according to Meller Andersen, this notion can be
considered as closest to the ‘two-voiced’ word, denoting the dialogical understanding of the
word, which occurs when the words are realised in a dialogue. Polyphony can thus be
understood as a construction of "polyphonic artistic thinking" (Bakhtin, 1984, p. 270),
extending beyond the boundaries of a genre: in the web-based environment, none of the
students have the last word. Pursuant to Meller Andersen (2008), the manifestation of
polyphony can therefore also be used in the semantic analysis of words and sentences in
dialogic interaction.

3. The study

Besides a general socio-cultural understanding of collaborative learning and development
(Vygotsky, 1978; 1988; Wertsch, 1991; 1998; 2007), the present study is also based on
Bakhtin’s (1981; 1986, 2004a & b) theoretical framework of dialogues. It aims to examine in
which ways student web-based contributions relate to the task, in a collaborative process of
learning. It is noted whether literature is referred to and if theoretical developments are made.
Additionally, the study examines the ways in which the meaning content in written
asynchronous dialogues involves different voices, as a tool for the students’ own and others’
learning.

3.1 Method and analysis

This study is the second part of a more extensive project, aiming to examine and describe how
students develop an individual and collective competence to provide feedback, critically
evaluate and argue on different course assignments, in the context of a web-based learning
environment. This point of departure is built on the assumption that students have not
necessarily had opportunities to develop this competence before participating in web-based
courses. The collective competence to provide responses, critically evaluate and discuss in a
web-based learning environment, is here defined as the level of learning ability a group of
students express, when they use discussions and the other students’ response to the course
assignments, as a tool for their own and others’ learning.

The study follows 40 student teachers (22 women and 18 men), who were taking web-
based courses as part of the credits they needed in order to become qualified teachers. The
programme ran for three semesters of part-time studies. During these studies, the students
continued working as teachers in upper-secondary schools in Sweden. The majority had
already worked between one and five years, while around one fifth had worked for more than
five years. Data were collected from the student teachers’ responses and discussions in four
assignments (N=759), which given as part of two consecutive 15 credit web-based courses.
Students followed Course 1 (Teacher Assignment) during their first semester, while Course 2



(Learning and Development) corresponded to half of the coursework of their second semester.
Based on a preliminary meaning content analysis of the data from these courses, data were
further extended by three assignments (N=265) from the following 15 credit web-based
course (School Development), which the students took during their final third semester. A
more detailed analysis of student interaction was undertaken, in order to follow the interaction
between meanings and voices in students' written asynchronous dialogues during a longer
period.

On all three of these web-based courses there were similar arrangements with web-based
assignments. The students were divided into seven groups of five to six each, including both
student teachers with teaching experience and those who had academic backgrounds. They
worked, individually and collaboratively, with tutor-led, problem-based course assignments.
All the assignments included providing feedback on the other group members’ contributions.
The different assignments had specific deadlines. After students had submitted their own
particular contribution to the course assignments, they had to respond to the contributions of
their classmates in order to have a discussion. In this way, the data collection consists of the
students’ asynchronous contributions to a total of seven course assignments, including group
responses and group collaborative discussions.

Categories of content and voices emerged through a two-phase analysis (Patton, 2002). Of
the total of 1 409 contributions, in 759 (54 %) contributions from courses 1 and 2 meaning
content was analysed using categories, based on the model of Veerman and Veldhuis-
Diermanse (2001). 265 contributions from all three courses (13 % of the total 2 068
contributions) were analysed selectively, based on Bakhtin’s concept of voice (1986, 2004b).
The remaining 501 (24 % of the total 2 068) contributions were excluded from the analysis,
since they mainly concerned administrative, organisational or technical communications
between students and tutors (Table 1).

Table 1. Number of asynchronous contributions in the web-based learning environment during courses
1,2 and 3.

Course 1 | Course2 | N Course3 | N
Total contributions | 814 595 1409 | 659 2 068 (100 %)
Content analysis 350 409 - 759 (54 %)
Selective analysis | 71 118 76 265 (13 %)
Not analysed 384 106 11 501 (24 %)

The first phase of analysis and interpretation was to display the meaningful content in
students’ asynchronous dialogues (N=759). Veerman and Veldhuis-Diermanse (2001)
distinguish between task-related and not task-related content. They believe this distinction
helps to control for explicit interpersonal monitoring activities in the output, and to check the
balance between task-related and not task-related issues. Veerman and Veldhuis-Diermanse’s
original model of task-related dialogues includes three levels:

1. New idea — here interaction simply means responding to each other

2. Explanation — integrating information of someone else in their own reply

3. Evaluation — determining whether a notion corresponds to previous ideas or not;

critical review.

Not task-related dialogues include four levels:

1. Planning: "Is it OK to do this first?"

2. Technical: "Where is the function to be able to respond to the post?"

3. Social: "Good job!"

4. Nonsense: "Who joins in to...?"



Since many of the students' contributions included accepting and confirming elements of what
other students already had written, I added the category ‘Reproduction’. The category "New
idea" was in the present study reformulated to ”Own information”. Utterances classified under
this category were based on the student’s own claims, thoughts and experiences, but without
reference to theory. The category ‘Explanation’ had a theoretical dimension, based on
previous claims, thoughts and experiences, or further development of the previous ideas.

Table 2. Revised version of Veerman and Veldhuis-Diermanse’s (2001) model of analysis.

Categories Meaning content

Reproduction Accepting and confirming fundamentals of what other
students already had written.

Own information (without theory) | Based on student’s own claims, thoughts and experiences,
without theory.

Explanation (with theory) Theoretical dimension based on previous claims, thoughts,
experiences, or further development of these.

Evaluation Establishing correspondence or contradiction with previous
claims, ideas; reflection or critical review, positive as well as
negative

Social Good job! Interesting and highlighted description!

This modification of Veerman and Veldhuis-Diermanse’s categories is motivated by the fact
that I wanted to make it clear if and how the students used literature and developed the
content further. Not task-related contributions were reduced to the category ‘Social’, because
contributions corresponding to the categories ‘’Nonsense’ and ‘Technical’ had already been
excluded from the material selected for analysis. Clearly, there is no sharp line between
Veerman and Veldhuis-Diermanse’s social category, and their notion of ‘Evaluation’.
Utterances will therefore be classified as ‘Evaluation’ or ‘Reproduction’ when they are
explicitly motivated and related to previous ideas, whereas implicit evaluation and
confirmation will be classified as ‘social’.

For the second phase of analysis and interpretation of the students' meaning content in
written asynchronous dialogues, the following quotation by Bakhtin was used, concerning the
relationship and interaction between the voices in the dialogues: “as a neutral word of a
language, belonging to nobody, as an other’s word, which belongs to another person and is
filled with echoes of the other’s utterance; and, finally, as my word, for, since I am dealing
with it in a particular situation, with a particular speech plan, it is already imbued with my
expression” (1986, 2004b, p. 88). Based on Bakhtin’s understanding of dialogue, it was here
assumed that students' voices in the written contributions included the following meanings:

1. ”As a neutral word of a language, belonging to nobody”. This was interpreted as an
utterance reflecting the world of others, general meanings and confirmation which is
not explicitly built on words from the works of a particular author or personal
experiences. The word is neutral in the sense that it doesn’t belong to anyone in
particular, as it is aimed to convey general meanings. For example, "the dictionary
says that ...", "you might think that ...", "teachers usually do...”.

2. a) “As an other’s word, which belongs to another person and is filled with echoes of
the other’s utterance”. This was interpreted as an utterance reproducing persuasive
voices, such as others' experiences, arguments and assumptions. But also
representations of or awareness of earlier voices, which are removed from the



speaker’s own position, socially, culturally, or through time and space. The voice
thereby becomes filled with echoes of others’ voices. Meaningful dialogue is filled
with dialogic examples.

b) “As an other’s word from literature [my addition], which belongs to another
person and is filled with echoes of the other’s utterance”. This was interpreted as a
form of intertextuality. That is, the various ways in which a text relates to others’
texts or experiences, and how arguments may be based on reasoning from other
texts. This includes reproductions and redrafting of words from the course literature,
which are more or less shaped, negotiated and enshrined in the speaker’s own
words. Intertextuality breaks texts against each other, and the tensions and
reflections between the voices of others helps to construct and reconstruct a shared
sense of concepts and issues.

3. ”As my word, since I am dealing with it in a particular situation, with a particular
speech plan, it is already imbued with my expression”. This was interpreted as the
voice that expresses reflections emanating from internal thoughts and feelings, but
also own and others' voices, arguments, justifications, contradictions, experience,
abbreviations and correctives, that are shaped, negotiated and appropriated to the
speaker’s own words. Among other things, the utterance can broaden and develop
the speaker’s own and others' perceptions or create and find new examples.

In order to identify these levels of task-related or not task-related interaction in written
asynchronous dialogues, as well as the different voices, the main dialogues were analysed as
wholes, not as separate utterances line by line. The second analysis and interpretation of the
main dialogues is illustrated through excerpts, to provide examples of the relationship
between the content. The excerpts also serve to illustrate how the voices can be identified and
described, in order to highlight meaning. In Excerpt 1 (see p. 10 below), for instance, the
focus is on neutral, own and others' words and voices, while in Excerpt 2 (see p.12), emphasis
is placed on other people's words in literature. Square brackets [...] indicate a selection of the
excerpt, and that there is text before or after the brackets, with no connection between the
initial contribution and response. Words in square brackets have been added. The names in
the excerpts are fictitious.

4. Findings

4.1

The results are based on a revised model of Veerman and Veldhuis-Diermanse’s (2001)
categories of analysis (see Table 2 above). Analysis of students’ contributions in the web-
based course assignments shows that 66 % of the 759 contributions were task-related in the
sense that they contained ‘Own information’ (34 %) and ‘Evaluation’ (30 %) (that is,
arguments based on claims and experiences, or determining how an idea related to previous
ideas, or presenting a critical review, positive as well as negative. By contrast, it can be noted
that only very few contributions (2 % of the 759) contained a theoretical dimension, based on
previous claims, thoughts and experiences, or involving a further development. The 16
contributions with this theoretical dimension were classified under the category ‘Explanation’
(see Table 3). The responses were different in length and many of them contained a mixture
of own information and evaluations. A more detailed analysis could have taken into account
both the varying length of the contributions, and different mixtures of content type. For this
reason, the figures should be taken as a fairly rough indication of the content, although amply
sufficient for the purposes of the study.



Table 3. The results of the meaning content of 40 students’ responses during courses 1 and 2

Categories Responses | Man ‘Women
(N=18) (N=22)
Reproduction 177 (23 %) | 91 (27 %) 86 (20 %)
Own information (without theory) | 260 (34 %) | 103 (31 %) | 157 (37 %)
Explanation (with theory) 16 (2 %) 62 %) 10 (2 %)
Evaluation 227 (30 %) | 105(32%) | 122 (29 %)
Social 79 (11 %) 26 (8 %) 53 (12 %)
Sum 759 (100 %) | 331 (100 %) | 428 (100 %)

23 % of the contributions contained ‘Reproduction’, that is contributions based on accepting
and confirming fundamentals of what other students already had written. 11 % of the
contributions analysed in courses 1 and 2 were not task-related. These contributions had a
predominantly social character. Examples would be remarks such as: "Good job!",
"Interesting and highlighted description!”, ”Thought-provoking ideas!". We thus observe that
a large proportion of contributions have the function of confirming previous contributions,
although with different degrees of social, respectively content-related expression. Showing a
positive attitude towards the contributions of others may be typical for student teachers, who
are aware of the importance of a positive atmosphere to promote discussion. What is
particularly noticeable was the lack of explicit theory of extensions based on previous claims,
thoughts, experiences, or further development of them. Another notable feature in the material
is a striking absence of reference to the lectures and seminars. In other words, the lecturers’
voices are invisible as such in the students' responses, documented within the seven course
assignments of the three 15-credit web-based courses.

In the following, two excerpts from the second phase of analysis are discussed. The aim is
a further selective examination of how meaning content and voices are used to progressively
refine ideas and arguments in the interaction in students' written asynchronous dialogues. The
discussion illustrates how different words and voices can be analysed and interpreted in this
form of dialogic interaction. The data were taken from one group of students’ contributions
(N=265) to seven assignments given in courses 1, 2 and 3.

4.2 Excerpt 1. Different voices in the dialogues

In the first excerpt from Course 2, Learning and Development, three student teachers are
engaged in a discussion about the impact the pupils’ social situation may have on their
learning and development. The students have studied literature on socio-cultural learning and
development processes. In the assignment, they are requested to describe a concrete teaching
situation that is linked to the literature, and to reflect on the course of events in the situation.
In this assignment, the multiple voices arise primarily from the students’ own examples, and
from how they are able to use the literature to analyse the described teaching situation.

1. Harry [...] Maria is a girl who has chosen the Vehicle Programme because she imagined a
[January future as a driver. She is keen and forward and really wants to learn to drive a truck.
18,2006] | Maria has, as I see it, two characteristics that have not located her in a barrel on the
Vehicle Programme. Firstly, she is female. Prejudices are many from both classmates,
other pupils and, unfortunately, also teachers. Truck driving is not for "womenfolk".
This has certainly meant that Maria has been viewed as less knowledgeable right from
the first years at upper secondary school. Teachers who have prejudices against certain
pupils, regardless of the type of prejudice, it must be difficult, if not impossible to
practice the kind of dialogic teaching that Dysthe (1996) describes. (One example she
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highlights is Ann in the class of Baywater who really understood the importance of
authentic issues in the classroom).

2. Carl Hi Harry!

[January 1 think you grabbed the issues that Maria had in a very exemplary manner. You took not
27,2006] | only time to show everything from scratch, you might also build up the confidence of
Maria so that she passed the driving test and could proceed in training with the others.

3.Eva Hi Harry and everyone else!

[January I agree with Carl in a lot, your, Harry, exemplary manner gave Maria confidence back.
28 2006] Just by being taken seriously and therefore being respected, a pupil shows respect back.
And it is good to be respected, isn’t that what all teachers want most often? The
previous teacher driving attitude is somewhat to my surprise something I also have
encountered among other teachers. It is assumed that one's own way of teaching is the
right thing ("It has been operating for 100 years before!") and that some of the pupils are
“uneducated”. For obviously these pupils can not learn what other pupils can. The
specific learning style works for some pupils and not for everyone, they don’t want to
think about it, and blame everything on heavy workload, lack of time or all upper
secondary schools forms. (Just school forms, I have noticed is a popular target to blame
...) We are probably ourselves here in the group a bit envious of your situation with the
luxury to teach individually, with one student at a time. But on the other hand, you said
that you have been teaching all day and have no time for planning, so maybe we should
not whine...

Fun to read!

4. Harry Hi Eva!

[January Yes, maybe you are right that it is a luxurious situation with one to two students at a

29 2006] time, but I can assure you that I am quite out of the box after a working day. To move
around with an 18-year-old in a carriage that is 22 meters long and weighs 35-40 tons
requires my undivided attention and concentration throughout. It is like driving myself
while coaching. But it is a great advantage with only 1-2 students at a time. I come very
close to the pupil, and can devote myself to one pupil at a time. It is an advantage.

The initial argument raised by Harry: "[...] Truck driving is not for ‘womenfolk[...]" may be
an example of others’ words reproduced convincingly by Harry. The utterance is likely to
have been expressed by another person, and thus contains echoes of other voices, something
Bakhtin (1986, 2004b) describes as dialogical overtones. It can also be interpreted as the
manifestation of written polyphony, because the argument using an other’s word has the same
value or authority as Harry’s utterance above (Mgller Andersen, 2002; 2007). As a conclusion
to the initial argument, Harry writes: "[...] This has certainly meant that Maria has been
viewed as less knowledgeable right from the first years of upper secondary school [...]". This
claim can be interpreted as both Harry’s own words, based on his own reflections and the
words of others’, based on the arguments of others from the school, but which Harry
appropriates to become his own.

Harry continues in the course assignment with more neutral words when he writes: "[...]
Teachers who have prejudices against certain students, regardless of the type of prejudice....
[...]". This statement is neutral in the sense that it contains notions which are generally
approved by teachers and colleagues. The view expressed can therefore be interpreted as not
over-built with Harry’s own words. He continues his argument by writing: "[...] it must be
difficult, if not impossible to practice the kind of dialogic teaching Dysthe (1996) reports
[...]". This claim can be considered as referring to evidence of others’ words from the
literature. It thereby indicates that Harry has insight into certain characteristics of a dialogic
classroom, and that he relates his ideas on what classrooms look like — or should look like —
on words of others’ from the literature. In this case, the reference is to the literature of Dysthe,
describing the classroom of multivoicedness. She gives examples of how the teacher Ann in
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the class of Baywater has authentic and open questions, which means that the pupils can think
and freely articulate what they understand, regardless of whether their suggestions are simply
temporary opinions, or if the responses are inadequate. Harry’s knowledge of what a dialogic
classroom is can be seen as an example that learning is not created from a single word or from
the language system alone, but in the relationship and interaction between his own words and
others' words from the literature. We are thus in the presence of a form of intertextuality in
Harry’s contribution, with different subject experiences and reasoning from other texts.

In the responses, Carl (2) confirms with neutral words that he has read Harry’s answer to
the course assignment, but also uses to some extent his own words, when he writes "[...] you
might also build up the confidence of Maria [...]". But Carl does not broaden and develop
further Harry’s arguments about Maria’s situation, by using his own words, from experiences
or from the literature. Eva (3) reflects more of the mutual respect between pupils and teachers.
This may be considered as an example of her own words to express her own problems of
workload and lack of time, as well as echoes of other’s teachers’ voices concerning the
importance of being respected as a teacher. The tension or potential difference between Harry
and Eva with respect to the “luxury” of a situation where the teacher only has to teach one
pupil at a time, can be seen as an example that they are both shareholders and co-authors of a
common narration (Rommetveit, 2003), and that they become aware of each other's words.

In summary, we can observe that the students’ utterances in this excerpt contain examples
of all of Bakhtin's multiple voices: the neutral word of a language, others” words and their
own words. All these refer to different content and different ways to convey meaning or
generate new meaning (Lotman, 1988). Dialogically, these exchanges also serve to illustrate
the ‘potential difference’ (Bakhtin 1981), that arises between the students’ own views and
thoughts, and the words of others or experiences at the school. This tension, between Harry
and the other participants in his group, Carl and Eva, allows new interpretations and
reflections to emerge. In other words, the reciprocity of differences among the students has
enabled them to give peer support, and be each others’ ‘critical friends’ (Lekensgard Hoel,
2001; Dysthe, 2002).

4.3 Excerpt 2. Different voices from the literature

In the second excerpt, from Course 3, School Development, three student teachers are engaged
in the need for special education efforts. The students have studied literature on special
education, and have observed a concrete development environment at their school for these
pupils. The assignment requires them to describe the environment, teacher, pupils, activities,
and also use direct quotations of the most important things the teacher and pupils are saying.
Then they are asked to reflect on their observations, and discuss the findings using
perspectives and concepts from relevant literature.

In the excerpt, Carl describes his observation in an upper secondary school of a class with
pupils in complex learning situations. The pupils have had English lessons. The lesson starts
with a written test on the ten words of the week, and then the students are asked to write a
letter in English. The noise level is high during the letter writing, because the pupils often call
for the teacher's help. One pupil is constantly up and moving about in the classroom. It is also
allowed to have MP3 players on.

5. Carl [...] The lesson is soon coming to an end and the teacher informs the pupils that they

[24 Sep | should put their assignment on the desk and that they should put up the chairs on their
2006] school desk. But before she finishes the sentence, almost all pupils are outside the
classroom, but two pupils have questions about today's assignment. According to Emile
Durkheim and Bernt Gunnarsson (1999, p. 54), discipline is necessary, since the rules of
the school stipulate that it shall provide the opportunity to reach specific targets, i.e.
constructive learning shall be possible for the pupils.
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Comments

When the two remaining pupils left the classroom and only the teacher and I were left, we
started to talk a moment about today's lesson. I can only agree with the teacher whom I
interviewed in the last assignment concerning the school development needs, when she
considered it is important for pupils with special needs. From a teaching standpoint, this
classroom is not appropriate for these pupils, it is too small and there are small booths to
hide in.

The teacher tells me that when they read the primary school English in the class, the group
is split and has two separate classrooms with two teachers. But not in upper secondary
school English A that we had now. And that is what Sverre Asmervik, Terje Ogden and
Anne-Lise Rygvold (2001, p. 323) describe: that some children can listen and follow more
with individual teaching, than in the whole classroom.

I could clearly see that the teacher had difficulties keeping up with all pupils as much as
she wanted. There were many times she had to leave the pupil she was helping, to
admonish other pupils who didn’t do what they should. Bernt Gunnarsson (1999, p. 53)
says that these pupils require attention and this can be seen as a cause of their behaviour.
Requirements will be deficiencies or the characteristics of pupils and therefore something
that is separate from what shall be done in the school environment.

6. Karin | Hi Carl!

[30 Sep | You have again given a good and colourful description in your observation. Good

2006] environmental descriptions that provide a good foundation to read about the lesson. My
first thought when I read, is that the teacher doesn’t have it easy. It seems to be a tough
working environment. She seems not to have the pupils’ respect and the balance of power
in the classroom is not quite what it should be. Gunnarson (1999) talks a lot about the
importance of promoting discipline in the classroom and that the teacher has the ‘power” in
the classroom. I myself have been through that when I was teaching classes where pupils
are calling after me when they need help. My experience is that it is not enough with
reproof and nagging. What usually works best is to simply ignore them until the pupils
raise their arm. It tends to be one or two more hard lessons and then, it has calmed down
and works properly. Both teachers and pupils would probably feel better with a smarter
planned classroom with space for bone stretching for instance, if you have students with
attention deficit.

7. Harry | Hi Carl!

[1 Oct I agree with Karin. A great and colourful description. I had the same thought, this tutorial
2006] is not easy. You refer to Emile Durkheim who believes that discipline is necessary for
learning to occur, and I believe this also. If there is no discipline, then it will easily become
like you describe; messy, high noise level, pupils who move around doing other things etc.
The learning environment for these pupils may not be the best. I do not know if it is right
or wrong that they have got their MP3 players running during the individual assignment.
Spontaneously, it feels wrong. One wonders how they do with mobile phones, etc.

The content of this excerpt is typical, in the sense that although there are links to literature,
reflection and critical thinking are missing. This is generally a notable feature of the material,
which also appeared in the initial categorisation of 759 responses. In the excerpt, Carl (5)
describes in his response to the course assignment how he perceived the teaching he observed.
He reflects on some observations concerning the discipline in the classroom and that some
children can listen and follow more with individual teaching, with some references to the
literature. This indicates use of others” words from literature. But the utterance is still more an
unreflected reproduction of words deriving from the literature, because it lacks an indication
of how Carl himself tries to achieve discipline in the classroom, or how he personally believes
constructive learning can be facilitated best.

Carl continues to reflect on the limited educational environment, with many pupils in
complex learning situations who require attention, which means that the teacher has a hard
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time helping all students during the lesson. Again, Carl here reproduces others” word from
literature without reformulating or developing the claim further with his own words. The
utterance about pupils who are in need of special support may be highlighted to a greater
degree, as an example of how Carl's reasoning is mainly based on others” word. Opinions are
poorly developed.

In the responses from Eva (6) and Harry (7), contributions bring additional support to these
arguments, using further others” word from literature about the importance of discipline in the
classroom. The utterances are not well developed with reasoning from other literature than
Gunnarsson. However, Eva (6) uses her own word from her experiences about the importance
of balance of power in the classroom, and that it is not enough with reproof and nagging.
Harry uses more neutral words, with ordinary and typical examples referring to general
meanings and thinking.

In summary, despite certain shallowness in the reasoning, the dialogues between Carl (5),
Karin (6) and Harry (7) can be described as an initiated intertextuality. Their various texts are
broken against each other, and the potential between others’ topics of experiences and
reasoning from others” words helps to construct and re-construct a shared meaning about the
importance of teacher leadership. The dialogues between the students can be seen as an
example of meaning-mediating possibilities, when the students’ voices start to be an active
tool to understand and make themselves understood, in interaction with others. Their
utterances are gradually becoming more content-based and literature related, compared to
interaction in Courses 1 and 2. However, considering course requirements at this level, the
dialogues in Course 3 should now display more higher-order thinking and critical thinking
(e.g. Meyer, 2003; Schellens & Valcke, 2005).

5. Discussion and online education implications

The aim of this study was to examine to which extent the web-based contributions made by
40 student teachers were task-related and corresponded to the assignment they had been
given. The content of the students’ written contributions in asynchronous dialogues was
classified in different categories, depending on the ways this content contributed to the
collaborative process of negotiating meaning. The aim was further to give some examples of
how the meaning content can be analysed and interpreted, based on Bakhtin’s theories on
dialogic interactions (1981; 1986, 2004a & b). Additionally, the study provides two analytical
tools that can be used to study collaborative processes of meaning negotiation in web-based
courses. The first is a revised version of Veerman and Veldhuis-Diermanse’s (2001) model,
and focuses the type of content contained in online contributions. The other is based on
Bakhtin’s theories, and aims to distinguish, identify and describe the multiple voices in the
dialogues that emerge during social and dialogic interactions online.

Results of the first analysis, using a modified version of Veerman and Veldhuis-
Diermanse’s (2001) categories, shows that the majority of 759 written, asynchronous
dialogues were task-related (66 %), in the sense that they contained own claims, thought and
experiences, or opposed previous ideas, or presented a critical review (see Table 3). One of
four contributions consisted of reproduction (23 %), accepting and confirming fundamentals
of what other students already had written. Only a very small number of the contributions (2
%) had a theoretical dimension, based on previous claims, thoughts and experiences, or
provided a further development of the ideas that were discussed. 11 % of the contributions
were not task-related, and were limited to a social function, for instance: "Good job!",
"Interesting and highlighted description!", "Thought-provoking ideas!". The absence of
references to the lectures and seminars is remarkable. The lecturers’ voices are almost
invisible in the students' responses in all three of the 15-credit web-based courses.

This result can be compared with Schellens and Valcke’s (2005) study, where 1,733
messages were categorised after Veerman and Veldhuis-Diermanse’s model. Schellens and
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Valcke found that 94 % of the contributions were task-related, while only 5.8 % concerned
organising, technical and social issues, or were based on nonsense. At first sight, it appears
that the majority of the interventions in both studies were task-related, if the new category
‘Reproductions’ is also regarded. However, a large number of contributions were initially
excluded from analysis in the present study, since they did not concern content. The actual
proportion of task-related contributions analysed here is therefore clearly much lower. Above
all, a rigorous quantitative comparison is not possible with Schellens and Valcke’s study,
since the details of categorisation and goals of the analysis differ.

In the present study, the objective has not primarily been to make the distinction between
task-related contributions and contributions that were not directly related to the task. Rather a
closer analysis of the type of arguments used aimed to see to which extent students’
arguments contributed to the collaborative process of meaning-making, to which extent
students referred to the literature, and if their arguments contained a theoretical dimension.
Another study by Erduran and Villamanan (2009), based on Toulmin’s argument model,
indicates that only 35 % of engineering students’ written arguments were valid. However, in
the descriptive categorisation of students' written, asynchronous dialogues applied in the
present study, focus did not lie on the validity of arguments, but on how arguments related to
each other and to the literature. For this purpose, examining content was not sufficient. This is
why I chose to expand the study to discern neutral, others' and own words and voices in the
contributions. Nevertheless, measuring the extent to which students relate their statements to
previous ideas and to the literature does provide a rough measure of the nature of their
argumentation. In this sense, results here are comparable to Erduran and Villamanan’s study.

In the excerpts, selected from a group of students, several examples can be found of
dialogues with various levels of multiple voices. First, there are various examples of neutral
words, where students fail to make explicit and analyse the voice of the origin or
sustainability, based on their own and others' experiences, or words from the literature.
Instead, the students’ arguments tend to reproduce other people's world view in a general
way: "Have you as a teacher bias against certain students ...", or very general thoughts: "I
think you grabbed the problems ...", or express social confirmation:" Yes, maybe you are right

Second, there are various examples of others” word, or where the meanings potential
between students’ multiple voices generates new meaning and new perspectives develop.
These examples either reproduce the students’ explicit arguments relating to others: "Truck
driving is not for ‘'womenfolk"”, or analyse the origin and examine the claims critically: "The
specific learning style works for some pupil and not for everyone, they [teachers] don’t want
to think about ...". These utterances contain dialogic overtones.

Third, there are various examples of others” word from literature, where students'
reasoning becomes a resource when the meaning is mastered and appropriated more or less in
their own words. Such contributions either reproduce other authors' words: "According to
Emile Durkheim and Bernt Gunnarsson (1999, p. 54) discipline is necessary for the rules of
the school shall provide opportunity to reach specific targets...", or relate the reasoning
between literature and student: "Gunnarson (1999) talks a lot about the importance of
promoting discipline in the classroom and that the teacher has the "power" in the classroom. I
myself have been through that when I was teaching classes ...". Finally, the argumentation
may be developed based on their own experiences: "My experience is that it is not enough
with reproof and nagging. What usually works best is to simply ignore them until the pupils
raise their arm ... ". These discussions can be described as a form of intertextuality, when
students” and authors' texts break against each other and the potential between the voices of
others helps to construct and reconstruct a shared sense-making of concepts and issues.

Fourth, there are various examples of students' own voices, where the values of what is
said is determined by the degree to which students use their own words, in a way that
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broadens and expands the views of others: "This has certainly meant that Maria has been
viewed as less knowledgeable right from the first years at upper secondary school". New
problems may be found and created:"[the teachers] blames everything on heavy workload,
lack of time or at all upper secondary schools forms...". Certain arguments propose
contradictions and correctives: "It seems to be a tough working environment. She seems not
to have the pupils respect... ".

Students start a negotiation between the individual reflections and other teachers'
arguments and justifications, which are either opposed to or closely associated with students'
own words. This process of dialogues is an example of addressivity, the quality of turning to
someone, in this case a classmate, when the voice responds to the voice of another. In the
absence of addressivity, the utterance does not and cannot exist. Addressivity is dependent on
both the authors as well as the addressees (Bakhtin, 1986, 2004b; Wertsch, 1991). That is, a
change of writing subjects and change of writers. The interactions between the students are
the creative element, on both an individual and collective level. A summary of the multiple
voices and pattern of meaning in the dialogue is given in Figure 1.

Multiple Voices Pattern of meaning in the dialogue
1. Neutral word of a o reproduces other people's world view
language aims at any general meanings and thinking

L]
e is not built on words from literature or personal experiences

2a. Others” word reproducing reproductions of previous voices
contains echoes of other voices, dialogic overtones
explicit voices can be heard presenting voices

the voices do not originate in the person himself

2b. Others’ word from

reproducing reproductions of other authors’ voices

literature e drawing on other subject experience and reasoning from other texts
o references to and paraphrases of other people's words from literature,
expressing these in their own words
e creating, negotiating and confirming the meaning
3. My word e carries internal reflections and feelings

contains their own and others' voices, arguments, justifications,
contradictions, experience etc. as appropriated to the speaker’s own
words

constructs and reconstructs a mutual meaning or a part of it
creating, negotiating and confirming the meaning

Figure 1: Summary of multiple voices and pattern of meaning in the dialogue.

Two important aspects may be concluded from results emerging in this study. First, that the
students' task-related meaning content and multiple voices in written, asynchronous dialogues
gradually change character, as the personal, social dialogic interaction becomes more
objective and task-related during the three semesters. Second, when the voices are “half
someone else’s”, they can also become “one’s own”, when the students appropriate the words
of others, and invest them with their own intentions and capabilities. When students can
communicate their knowledge in more insightful ways than before, they become aware of
what is understandable or incomplete. This process generates new meaning between
writer/author and reader/addressee. This form of addressivity or awareness of the addressee
exists, when students use their own and others' distant voices; regardless of whether this
distance is constituted socially, culturally or through time and space. The study also shows
that it is not enough in academic education to have monological conveying dialogues and
poorly developed opinions.
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The first analysis shows that only a very small proportion of the dialogues (2 %) had a
theoretical dimension. To achieve collective higher-order thinking and critical reflection, such
skills need to be stimulated and practiced. There should be room for the processes of
reasoning, that support the development of students' ability to independently analyse different
texts and give peer support to each other (Lekensgard Hoel, 2001; Dysthe, 2002; Meyer,
2003; Matusov, 2007). This process is shaped dialogically, when one point of view or
evaluation is contrasted with another in the response. This dialogic tension between two
sense-making meanings moves gradually from the subjective, social interaction, to more and
more objective, cultural interaction. What is read and actively understood will sooner or later
find its response in the subsequent contribution, or build up new ways of thinking and acting.

The excerpts give examples of how students’ voices break previous experiences, literature
and ongoing discussion against each other. In the material as a whole, the started negotiation
and intertextuality appears increasingly clearly over the three semesters. It can be observed
that the voices in their texts and opinions have become a resource, a kind of thinking device
(Lotman, 1988). Students also gradually begin to reflect on a higher level and start to discover
their own writings and their own interpretation frames. Thus it is possible to say, the students
become shareholders and engage in co-authorship of meaning. In these relations, meaning
potentials arise, as the range of meaning-mediating possibilities (Lekensgard Hoel, 2001;
Dysthe, 2002; Rommetveit, 2003). The results further indicate that the students create
addressivity or awareness of the addressee when they better understand and make themselves
understood in interaction with others to generate new meaning, both individually and
collectively. The different words and voices in the written, asynchronous dialogues make it
obvious that mutually enriching collective interactions do not necessarily appear or develop
spontaneously. Dialogue and interaction therefore perform a core function of making the
incomprehensible comprehensible, and raising the awareness.
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The research reported in this study focuses on how distance students can learn to use argumentation
processes as a tool for learning. For ten weeks, 30 student teachers studied the web-based 15 credit
course Teacher Assignment. Data were collected from five student groups’ asynchronous
argumentation, relating to authentic cases of teacher leadership. Focus was placed on how students
used and evaluated their own and others' web-based written asynchronous arguments. An analytical
framework, based on CSCL, Bakhtin’s theories of dialogical discourse, and Toulmin’s argument
pattern (TAP), is employed to assess the quality of the written asynchronous argument patterns. A
close investigation of the dialogical argument pattern (N=253) shows how students distinguish,
identify and describe the meaning content of the arguments that emerge in social and dialogic
interactions in the web-based setting, both directly and retrospectively. A dialogic model for argument
analysis is also described. The study confirms the importance of argumentative tasks, combined with
peer scaffolding and peer support, in web-based courses and in distance education.

1. Introduction

The importance of developing reflective critical reasoning and argumentation, both individually and
collectively, has been highlighted in several studies within the field of distance learning and education
(e.g. Vonderwell, 2003; Finegold & Cooke, 2006; Wegerif, 2006; Swann, 2010). While many models
are available for the design of online activities to promote learning, there are considerably fewer
dialogic models for the analysis of arguments. Research points to the tension between teachers”
ambitions to develop collective and dialogic interactive learning environments, and finding ways to
concentrate participants” discussions more on course content. Matusov (2007, p. 218) describes that
the typical classroom tends to lack a strong discursive community in many academic subjects, because
the students rely upon their own opinions, which are often uninformed, capricious and poorly
developed. He believes that this situation is shaped by the invisible authority of social traditions, as
well as voices of the external authority of expert texts or teacher. Simply learning to use web-based
tools and wireless technology module systems is not enough (e.g. Kuei-Ping et al. , 2010; Xun et al. ,
2010). According to other researchers (Meyer, 2003; Schellens & Valcke, 2005; Wegerif, 2007,
Richardson & Ice, 2010), academic education should place value and emphasis on the processes of
argumentation, engaging in collective higher-order and critical thinking, and forms of reflective
interaction that support students’ ability and motivation to cooperate in effective ways. For example
Erduran and Villamanan’s (2009) study indicates that only 35 % of engineering students’ written
arguments were valid.

The purpose of the present study is to investigate how distance students can be encouraged to use
and evaluate their own and others' web-based arguments as a tool for learning. Collective
asynchronous dialogues in a university web-based learning environment are investigated.
Additionally, the aim is to develop an analytical dialogic model, allowing to distinguish, identify and
describe the meaning content of the arguments that emerge in social and dialogic interactions in the
web-based setting, both directly and retrospectively. Argumentation ability is here related to the
process of assembling and reassembling different components of the students’ own and others” words
and meanings. There is also a need for the students to understand the “ground rules” of argumentation,
and to discuss and argue with one another in a reasonable way. According to Scheuer et al. (2010),
students not only need to “learn to argue”, they also need to learn good argumentation practices,
through argumentation about specific topics, using peer scaffolding and peer support. In other words,
“arguing to learn”, in the sense that practicing argumentation skills supports critical thinking, as well
as other important aspects in learning processes. Certain of these aspects will be discussed below.

The classic study by Scardamalia and Bereiter (1994) is often discussed as a source of inspiration
for collaborative learning environments. Other researchers describe web-based learning as a
collaborative process, in which participants negotiate and share meanings within an interactive



collective context (Stahl, Koschmann & Suthers, 2006; Stahl & Hesse, 2007). The asynchronous
dialogue thereby becomes a discussion and conversation in which participants are mutually dependent
on each other. Those who write and those who read are co-authors, and shareholders in a common
negotiation, cooperating to develop a meaning and shared understanding of certain ideas expressed in
literature and theories. A number of recent studies (e.g. Dysthe, 2002; Amhag & Jakobsson, 2007;
Amhag, 2009; Amhag & Jakobsson, 2009) illustrate the potential provided by the plurality of voices in
web-based dialogues, as the range of meaning-mediating possibilities. Such dialogues function as
active tools with self-reflective and interdependent thoughts, where each student can contribute with
his or her own expertise, while receiving new shared meaning, or learn about experiences from others.

At the same time, other studies, for example Lipponen et al. and Jakobsson (2006), show that
students in these types of learning environments are not always active participants in collaborative
knowledge-building communities of the kind described above. Instead, it is argued that this kind of
courses may result in relatively superficial or unreflective re-productions. Another important aspect
that needs to be considered is that the interface of the learning environment does not seem to be the
only decisive factor for stimulating students” discussion and collaboration (Curtis & Lawson, 2001;
Dwyer & Suthers, 2006; de Laat et al., 2007; Liljestrém, 2010; Pifarre & Cobos, 2010). The focus on
the interface when designing web-based courses may have several reasons. Linell (1998, 2001)
believes that the focus on interface stems from a long tradition in research in human learning, tending
to view dialogues primarily from an individual or monologic perspective. He argues that this tradition
tends to view utterances and their meanings only as the speaker’s communicative intentions, and sees
the listener’s task as that of recovering these intentions. He describes this perspective as the transfer-
and-exchange model of communication. Pursuant to such studies, the teachers tend to focus on
organisational and administrative tasks, such as scheduling or the construction of individual
assignments and examinations. Furthermore, teachers implicitly assume that participants are interested
in discussing, and that they are able to use different arguments as a tool for their own knowledge
building. Such assumptions may not always be warranted. Therefore, it is important to investigate
more about ways in which students actually are encouraged to use and evaluate their own and others'
web-based arguments, as a tool to develop individual and collective learning in distance education.

The reasoning followed in this article additionally builds on the assumption that students, as
individuals, have not necessarily had the opportunity to develop critical thinking and good
argumentation, prior to participating in web-based learning environments where collaborative learning
takes place. Developing this competence is a creative and active learning process that evolves over
time, when students share arguments and experiences with others, leading to new ways of thinking and
acting. Comprehending and sharing meanings that have been expressed by other participants in this
type of environments requires the ability to recognise different elements in various dialogues. These
elements then need to be adequately evaluated, and used in arguments founded on evidence and
explicitly stated values. Norris and Philips (2003) stress that reading and writing is iterative and
interactive. In order to carry out negotiation, it also needs to be principled. In other words, reading and
writing involve both complex reasoning and critical thinking, and are far from being a mechanical
procedure of word-recognition-and-information-location. A core pedagogic practice in its fundamental
sense, according to Simon et al. (2006), is a process which involves opportunities to comprehend,
interpret, critically examine and analyse texts. Arguments and their construction need to be studied;
claims, data and supporting evidence need to be evaluated, at the same time that conflicting
hypotheses are considered. In order to study this phenomenon, the choice has here been made to
consider the students’ ability to comprehend, evaluate and follow arguments in literature and theories
as a collective competence. This means that dialogues are considered as intrinsically social and
collective processes, where students are engaged in sense-making activities in the course of the
verbalisation process itself (Linell, 1998, 2001).

2. Theoretical approach

The Computer Supported Collaborative Learning (CSCL) perspective sees dialogues, interactions and
interplay as a determining factor in learning and knowledge development, for the individual as well as
the group. The CSCL perspective is here related to the theoretical approach in both socio-cultural
theory, and Bakhtin’s theoretical framework of dialogues. The element that distinguishes this
perspective, as a whole, is an emphasis that is not possible to understand learning solely from
individual actions or development. Dialogue exchange is a dynamic process, and many individual
actions and complex chains of utterances combine to produce effects. From a socio-cultural
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perspective (Vygotsky, 1978; 1988; Wertsch, 1991; 1998), and within the Russian linguist Mikhail
Bakhtin’s theoretical framework of dialogues (1981; 1986, 2004a; 1986, 2004b), learning always
arises as a product of dialogue processes aiming to create meaning. Meaning is the product of
difference and no utterance can ever be subjected to a final interpretation. For Bakhtin, meaning can
therefore never be grounded in identity. Learning is, in other words, seen as a collective process, in
which the person who writes or speaks is interdependent on those who read or listen, as co-authors in a
collaborative construction of meanings.

It is here argued that language is the link for communication with others, but also develops the
internal dialogue or thought process that changes our understanding of the world. In that way, there is
a parallel development of language and concepts, because people use communication for mutual
development of understanding and problem solving in collaboration with others. The term ‘mediation’
is used in socio-cultural theory, to highlight the difference or the development zone, between what the
students already know, and what they can achieve with assistance from others (Vygotsky, 1978; 1988;
Wertsch, 1991; 1998). This view is based on the idea that the ability to master and appropriate new or
negotiated experience, expressed orally or in writing, also implies that people have a relationship with
themselves and others. ‘Appropriation’ is in this sense not only a concept that concerns a mechanical
transfer or a passive acceptance, but also implies a mutual creation of meaning from different
arguments and dialogues (Bakhtin, 1981: 1986, 2004b; Wertsch, 1991; 1998; 2007).

2.2 The argument and dialogic pattern

How readers deal with texts, and how they use the resources of texts to determine what they mean — or
rather, some possible meanings - is important in distance learning and education. Norris and Phillips
(2003) argue that meanings construed by the reader of others’ texts are dependent upon relevance
decisions, all the way down to the level of the individual words. Understanding a text requires the
active creation of new meanings, contextualisation, and the inferring of authorial intentions. In other
words, reading depends upon the reader’s prior knowledge of the subject. Toulmin (1958) compares
argument with an organism; it has both a gross, anatomical structure, and a finer physiological one.
When the students are in the process of explicating all the details of a case, or some other issue, it
takes time to progress from the initial statement of an unsettled problem to the final convincing
conclusion. The main phases, according to Toulmin, will each contain paragraphs at the level of
individual sentences, which are the largest anatomical unit in an argument — its organs. Within the
individual sentences, a finer structure can be recognised. This structure contains various data, claims
and support for the arguments. All these elements aim to eventually establish the validity of the
argument or refute it. But how do I present an argument, if I want to show the sources of its validity?

Toulmin (1958, pp. 95-107) proposes a model, where the process of a valid argument is connected
to an appropriate form. In this context, we will proceed cautiously and avoid the philosophical issues,
to instead concentrate on the present issues of a more straightforward nature. We also need to keep an
eye on applying logical categories — the practical content of the argument. The first question is: what
are these issues, and how can we do justice to them all, and see the pattern of the argument? It is here
argued that critical thinking and action are needed in academic education, to verify and evaluate facts
and opinions. The statement may include, for example, own and others' experiences, evidence from
literature and theories, arguments and justifications, and discussion of applicability. All these types of
proposals and solutions are part of the learning process, and the differences between them may be far
from insignificant in practice. The task is to show students how to present their ideas in an
understandable and coherent manner, based on these data and the claims of the original opinion.

Toulmin (1958, pp. 98, 101, 103) describes how this can be achieved with an argument model
containing six elements. Three are mandatory, while the remaining three are more voluntary or
optional, since they occur often, but not always. In the present article, reference is also made to
Jgrgensen and Onsberg’s (2008) description of this argument model of practical and rhetorical
arguments. The basic argument model consists of three mandatory elements: C (claim), D (data) and
W (warrant). The extended argument model includes three more optional elements; Q (qualifier), R
(rebuttal) and B (backing).

The first mandatory element, claim (C), is a superior standpoint, with a relationship to any
determination or assertions about what exists, or the justification of the norms or values that people
hold or desire for acceptance of the claim. The second mandatory element, data (D), is the information
which the claim is based on, and may consist of previous research, personal experience, common
sense, or statements used as evidence to support the claim. The third mandatory element, warrant (W),
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is explicit or implicit argument that explains the relationship between data and claim, for example,
with words such as because or since.

The first optional element, qualifier (Q), is related to the claim, and indicates the degree of strength
in the claim of using peculiar comments, for example, with words such as probably, maybe, therefore
or so. The second optional element, rebuttal (R), is connected to the qualifier (Q), providing
statements or facts that either contradict the claim, data or rebuttal, or qualify an argument, with words
such as but and unless. The third optional element, backing (B), can be connected directly to the
warrant (W), with often implicit motives underlying claims, expressed with words such as because of
or on account of. According to Toulmin, all terms of the basic argument model (C, D & W) are
required to describe or analyse the argument. A summary of Toulmin’s argument pattern is given in
Figure 1.

D S0,Q,C
Since Unless
w R

On account of
B

Figure 1. Summary of Toulmin’s argument pattern (Toulmin, 1958, p. 104)

Above, a set of terms proposed by Toulmin to describe an argument pattern were briefly presented. If
we now proceed to examine the various elements of the argument against the background of Bakhtin’s
theories on dialogue (Bakhtin, 1981; 1986, 2004b; 1986, 2004a), we can observe a dialectical relation
in dialogic sense and dialogic interaction. For Bakhtin (1981, p. 293), every utterance, spoken or
written, is always double-voiced, carrying within itself the voice of those who have used it before. It
always contains “the other” from different contexts, as well as the speaker’s own voice, expressed
from a particular viewpoint or perspective. The voices are thus “half someone else’s”, and become
“one’s own” only when the speaker appropriates them. Bakhtin (1981, p. 427) talks about a
“discourse” [Rus. slovo] in the dialogue, and points to social and ideological differences within a single
language. He further emphasises that language has multiple functions, and every utterance, with its
attitudes and values, places humans in a cultural and historical tradition:

Therefore, one can say that any word exists for the speaker in three aspects: as a neutral word of a
language, belonging to nobody: as an other’s word, which belongs to another person and is filled
with echoes of the other’s utterance; and, finally, as my word, for, since I am dealing with it in a
particular situation, with a particular speech plan, it is already imbued with my expression.
(Bakhtin, 1986, 2004b, p. 88)

Meaning is first created when two or more voices or discourses encounter each other, that is, when the
reading or listening voice answers or reacts to the writing or speaking voice. In the present article, in
line with Bakhtin’s reasoning, it is argued that discourse contains words from the author or speaker in
three aspects: The first aspect is the neutral word that reflects the world of others, in the sense of more
general meanings. This word is not built on specific words from literature or personal experiences.
The second aspect is others” word, which is filled with echoes of others’ voices, based on others'
experiences and reasoning from others” texts, including references and paraphrases of other people's
words from literature. Others” words have been created in another context. They are negotiated, and
confirm a certain meaning relating to the argument at hand, but they do not originate in the person
him/herself, and are not necessarily related to the person’s own experience. Finally, the third aspect is
my word, because the speaker or writer has experience of a particular situation, and connects a certain
line of reasoning with internal reflections and feelings.

The combination of these three aspects means that discourse is double-voiced, and contains the
speakers’ or writers’ own words, as well as others' words. Arguments, evidence and rebuttal, etc. with
own and others' words, are all constructed and reconstructed through mutual negotiation, which shapes
and confirms a particular meaning. In Bakhtin’s account, the notion of utterance is inherently linked
with that of voice, which is “the speaking personality, the speaking consciousness. A voice always has
a will or desire behind it, its own timbre and overtones” (1981, p. 434). In other words, the utterances
contain dialogic overtones, which can, for example, be composed of assertions regarding the world,
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ontological conclusions, or hypotheses regarding a phenomenon. The double-voiced discourse is
appropriated to become my own words and build a mosaic of quotations, integrations and
transformation of other utterances or texts. Therefore, every utterance becomes a link in a chain of
utterances, since each utterance can be considered as an answer to preceding utterances, that is, it has
addressivity (Bakhtin, 1986, 2004b).

To understand another person’s utterance means that one must orient oneself in relation to the
utterance, within the particular context of that utterance. Bakhtin (1986, 2004b) claims that
understanding is always dialogical in nature, and that all human communication is organised socially,
through dialogical interactions. He describes three types of relations between I and other: among
objects, between subject and object, and among subjects, as dialogic relations among utterances (1986,
2004a, p. 138). These relations leave their impression in our utterances, in the form of putting words in
someone else’s mouth or borrowing expressions from others or from literature. Reusing what others
have previously uttered can also be termed multivoicedness (Dysthe, 1996). The process can
additionally be interpreted as the manifestation of polyphony, because the students’ independent
voices in their arguments have the same value or authority as authors in books (Mgller Andersen,
2002; 2007). Polyphony is a literary term introduced by Bakhtin (1984), and according to Mgller
Andersen closest to the “two-voiced” word, denoting the dialogical understanding of the word, which
occurs when the words are realised in a dialogue. Polyphony can thus be understood as a construction
of "polyphonic artistic thinking" (Bakhtin, 1984, p. 270), extending beyond the bounds of a genre - in
the web-based environment, none of the students have the last word. Pursuant to Mgller Andersen
(2008), its manifestation can be used in semantic analysis of words and sentence.

3. The study

Besides a general socio-cultural understanding of learning and development aims (Vygotsky, 1978;
1988; Wertsch, 1991; 1998; 2007), the present study is based on the analytic framework of Toulmin’s
argument pattern (1958), as well Bakhtin’s (1981; 1986, 2004a; 1986, 2004b) theoretical framework
of dialogues. It aims to examine how students can be encouraged to use and evaluate their own and
others' web-based written, asynchronous arguments as a tool for their own and others’ learning. The
aim is also to develop an analytical dialogic model that can be used to distinguish, identify and
describe the meaning content of the arguments that emerge in social and dialogic interactions in a
web-based setting, both directly and retrospectively.

3.1 Methodological considerations and analysis

This study is the third part of a more extensive project, aiming to examine and describe how students
engaged in web-based learning environments develop a collective competence to provide feedback,
critically examine, present and respond to arguments relating to different course assignments. This
point of departure is based on the assumption that students, as individuals, have not necessarily had
opportunities to develop these competences before participating in a web-based context of this kind.
The collective competence to provide feedback and critically examine ideas, using argumentation as a
tool for learning, is here understood as the level of learning ability a group of students express, when
they use each other’s arguments, responses and discussions as a tool for their own and others’ learning
in a web-based learning environment.

The study monitored 30 student teachers (of which 19 were women and 11 were men) at a Swedish
School of Education, who participated over a period of ten weeks in a course called “Teacher
Assignment”. The course deals with various aspects of the teacher’s role and mission. The students’
first course assignment was social, in order to get to know each other and articulate their educational
experience, ideas and expectations. In the second course assignment, about school development in
their subject, the students had trained providing feedback in their groups. The study focuses the third
course assignment, where the students worked both individually and collaboratively with 31 cases of
teacher leadership (one official case and one from each student). The students were divided into five
groups, with five to seven individuals in each. Each group included both men and women. Every
student contributed with a case from their own experience, while an additional case presented an
authentic incident, which had led to legal proceedings. Materials relating to this final case also
included relevant laws and regulations. The students first submitted their own particular contribution to
the case assignment. Afterwards, they had to argue and critically examine the contributions of the other
members of their group, over a period of a week. The purpose of the assignment was to start an
argumentation and a discussion concerning different solutions to the underlying problems in the cases.
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The data collection thus consists of the students’ asynchronous written arguments in five student
groups (A-E), within the frame of the case assignments relating to teacher leadership, and aiming to
develop collaborative discussions and the ability to critically examine ideas in this area. Of the total of
362 arguments, 253 (70 %) were selectively analysed through a two-phase analysis (Patton, 2002). The
remaining 109 (30 %) arguments were excluded, since they mainly concerned administrative,
organisational or social communications between students (Table 1).

Table 1. Number of asynchronous arguments in the web-based learning community in five student groups.

Group A | Group B | Group C | Group D | Group E |N

Number of students | 7 5 6 6 6 30
Number of 77 70 109 48 58 362
arguments

Selective analysis 63 61 58 34 37 253

The first phase of analysis involved discovering and identifying relevant aspects, using an approach
based on Toulmin’s argument pattern (TAP). Focus was placed on specific features: the extent to
which students had made use of Toulmin’s mandatory elements; data, claims and warrants, the
optional elements; qualifiers, rebuttals and backings (which in English are often presented by
characteristic words, such as because, so or but), and how the different elements in the same argument
are related to each other (Figure 2). However, this phase of the analysis does not show how the
elements relate, explicitly or implicitly, to other arguments in a chain of utterances. The dialogical
interaction with other claims, data, warrants, etc. can not be distinguished, as such, in the first phase of
analysis, or the creation of meaning, when two or more voices or discourses encounter each other, as
Bakhtin emphasizes. Toulmin (1958, p. 94) describes procedure in his analysis as: “studying the
operation of arguments sentence by sentence, in order to see how their validity or invalidity is
connected with the manner of laying them out, and what relevance this connection has to the
traditional notion of ‘logical form™. A revised version of Toulmin’s argument pattern with the
mandatory and optional elements, inspired by developments of the specific features in the TAP made
by Kneupper (1978) and Simon et al. (2006), is given in Figure 2 below.

Qualifier (Q)
Related to the claim and indicates the
degree of strength in the claim of
using peculiar comments

D_ata (D) o . , Claim (C)
Information which the claim is based Therefore” | assertions about what exists or
(previous research, personal the justification of the norms or

experience, common sense or values that people hold or desire
statements) and are used as for acceptance of the claim

evidence to support this claim

Rebuttal (R)
Connected to the qualifier with the
statements or facts that either
contradict the claim, data or
rebuttal or qualify an argument

Warrant (W) Byt
Explicit or implicit argument that “Unless”
explains the relationship between
data and claim
l

Backing (B)
Connected directly to the warrant ,
with often implicit motives underlying
underwriting and claims

“Because”
“Since”

“Because of”
“On account of”

Figure 2. Revised version of Toulmin’s argument pattern (Toulmin, 1958; Kneupper, 1978; Simon, Erduran & Osborne,
2006)

The second phase of analysis involved discovering and identifying another set of relevant aspects,
using an approach based on Bakhtin’s theories of double-voiced discourse (1984, p. 185), which
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inevitably occurs under conditions of dialogic interactions. Bakhtin’s texts are often ambiguous, and
contain many concepts and terms which are more or less synonymous, or are used with different
meanings in different texts. It is also difficult to clearly distinguish and interpret these concepts,
because no concrete examples are provided. Nevertheless, although his terminology is not always
consistent, Bakhtin (1981; 1986, 2004a; 1986, 2004b) provides fundamental insights into the
dynamics of dialogue. As a starting point for the analysis and interpretation, the following statement
by Bakhtin was used, concerning the relationship and interaction between the voices in the dialogues:
“as a neutral word of a language, belonging to nobody, as an other’s word, which belongs to another
person and is filled with echoes of the other’s utterance; and, finally, as my word, for, since I am
dealing with it in a particular situation, with a particular speech plan, it is already imbued with my
expression” (1986, 2004b, p. 88). It was here assumed that students' voices in the written arguments
included the following meanings, outlined in Figure 3:

Double-voiced discourse Patterns of ing in the ar

1. Neutral word of a language e reproduces other people's world view
e aims at any general meanings and thinking
is not built on words from literature or personal experiences

reproducing reproductions of previous voices
contains echoes of other voices, dialogic overtones
explicit voices can be heard presenting voices

the voices do not originate in the person himself

2a. Others” word

reproducing reproductions of other authors’ voices

drawing on other subject experience and reasoning from other texts

references to and paraphrases of other people's words from literature, expressing
these in their own words

e creating, negotiating and confirming the meaning

2b. Others” word from literature

[my addition]

carries internal reflections and feelings

contains their own and others' voices, arguments, justifications, contradictions,
experience etc. as appropriated to the speaker’s own words

e constructs and reconstructs a mutual meaning or a part of it

® creating, negotiating and confirming the meaning

3. My word

Figure 3: Summary of double-voiced discourse and patterns of meaning in the arguments.

Combining Toulmin’s argument patterns and Bakhtins dialogic frameworks seems appropriate for this
study, because Bakhtin broadens the concept of language, by pointing to the fact that dialogic
interaction and a dialogic relation are inherent to all communication. On the other hand, Toulmin’s
argument pattern makes the structure visible that connects various data, claims and support for the
arguments to each other. Using a combination of these perspectives thus makes the analysis of written
asynchronous dialogues more explicit, reliable and valid.

4. Findings
The study led to two main sets of results. The first results, summarised in Table 2 below, give a picture
of how the 30 students used the argument elements.

Table 2. Number of asynchronous arguments in the web-based learning community in five student groups.

Group A | GroupB | Group C | GroupD | Group E |N of 362

Selective analysis 63 (82%) | 61 (87%) | 58 (53%) | 34 (11%) | 37 (64%) |253 (70%)

CD, CW, CR, DR, WB 15(24%) | 20 33%) | 1221%) | 4(12%) | 2(5%) |53 (21%)

CDW, CDR, CDQ, CWR, DWB | 10 (16%) | 12 (20%) | 6 (10%) | 5(15%) |4 (11%) |37 (15%)

CDWB, CDWQ, CDWR, 38 (60%) | 29 (48%) | 40 (69%) | 25 (74%) | 31 (84%) | 163 (64%)
CDWRB

Note: C, claim; D, data; W, warrant; B, backing; Q, qualifier; R, rebuttal



The majority of analysed contributions (64 %) made use of all three of Toulmin’s mandatory elements
(C, D, W); combined with one or two of the optional elements (Q, R, B). 15 % contained three of the
mandatory or optional elements and 21 % contained two of them. Overall, these contributions showed
a lack of relationship and dialogic interaction with the other group members' arguments. But there are
differences between the five groups concerning to what extent the students were engaged in comparing
the various statements and justifying opposing arguments. Here, group B stands out, with the largest
number of arguments with only two elements (33 %) and lowest number of arguments with the most
elements (48 %), compared with Group E, which displayed the largest number of contributions with
numerous argument elements (84 %), and only 5 % with two objects.

The second set of results shows the importance of dialogic interaction. In the following excerpts,
the argument patterns in written, asynchronous dialogues will be distinguished, identified and
described, as well as the dialogical relations between written contributions. The students’ names are
fictitious. The first case, in Excerpt 1, is Chris” answer to one of his group members, about an
authentic case of a boy's transfer to another school:

The boy’s transfer to another school feels like unengaged manners of parents solving their
children’s problems. The boy will react naturally to their, as I understand it, lack of interest in him.
It seems strange that the previous school has been unable to solve the problems. The book of
values (2000) on page 61 reads: “Sometimes schools are expected to cope with things that parents
do not have the power to". The book's section on school and parents' shared responsibility (pp. 59-
65) clearly shows the important role of the interaction between school and home. In this case, it is
a clear lack of such interaction. From what the text reveals, the boy seems to have problems with
his gender identity, which manifests itself in a "hard" and disorderly conduct. Thus, behaviour
associated with masculinity. Schools should ensure that the boy feels secure and try to create trust
between him and at least one teacher who has him as a pupil. The teacher of ethics lens (2000) has
two interesting chapters about the concept of ‘social sensitivity’ (pp. 34-35) and ‘trust’ (pp. 72-
73). 1 see important factors in the relationship between students and teachers (that) can create an
effective trust. I am aware that there is a great responsibility for the individual teacher and a lot of
requests, creating a more profound and responsible relationship with the student. But it may be
needed in order to succeed with difficult students. (Published 2008-10-07 21:12) (The author’s
translation)

The claim in this excerpt is Chris’ standpoint that the fact that the boy had been transferred to another
school “feels like unengaged manners of parents solving their children's problem” and that the
situation was also linked to the boy's natural reaction to their lack of interest and the school's inability
to solve it. The boy cannot trust anyone - neither parents nor school. The data are part of the claim,
which is supported in the literature on the important interactions between social sensitivity and trust.
The warrant is here explicit, because it explains the importance of the relationship between school and
home and between teachers’ teaching and students’ schoolwork.

Chris’ statement: “I am aware that there is a great responsibility” is the backing in this argument,
because of the meaning in the following: What I write is highlighted in the literature and therefore, I
write it in my post. If we look at the qualifier of the claim in this example, it is that the teacher should
create a more profound and responsible relationship with the student. Finally, the post contains a
rebuttal, in the qualified statement which begins with but: “But it may be needed in order to succeed
with difficult students”. “Backing”, “qualifier” and ‘rebuttal” are all optional elements, which are
related to the mandatory elements, “claim”, “data” and “warrant”.

If we look at the case above, the analysis only using Toulmin’s argument pattern failed to show that
meaning is something that is created between others” words or utterances. According to Bakhtin
(1986, 2004b), every utterance, spoken or written, is always formulated by different voices with
neutral words, others” words and my words, with meanings of others” words or utterances in different
contexts: a discourse in the dialogue. The links in this chain of voices can be observed in this excerpt,
including those claims, data and warrants of neutral words, others” words and my words that are used
as evidence. The claim in Chris’ standpoint that it “feels like unengaged manners of parents solving
their children's problem” is an example of his own word, with internal reflections and feelings. The
data is an example of basing argument on support from the literature of others” word, which is filled
with echoes of other people's words and reasoning from other texts. A neutral, more general word is
exemplified when Chris writes “I am aware that there is a great responsibility to the individual
teacher”. The warrant has a dialogical relationship between Chris’ argument with data and claims,
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that explains the importance of the relationship between truth, love, hate, deceit, distrust, respect,
social sensitivity, trust, and so forth, like in the excerpt above between parents and child, and between
school and home. The backing, qualifier and rebuttal include all kinds of individually established
semantic ties with relations between subjects and objects (Bakhtin, 1986, 2004a, p. 138). In short, the
excerpt illustrates that the development of meaning - which is the basis of learning - is not created
from a single word or from the language system alone, but arises in the relationship and interaction
between my word and others' word. Figure 4 below illustrates the specific elements and words with
different voices in the meaning content of the argument.

@ . Data D
[...] It seems*trange that the previous school has been unable t

solve the problems. The book of values (2000) on page 61 reads?
“Sometimes schools are expected to cope with things that parents

Backing B §© not have the power to". The book's section on school and
because of  (parents' shared responsibility (pp. 59-65) clearly shows the

important role of the interaction between school and home. In this

Others
word
from
literature

case, it is a clear lack of such interaction. From what the text
reveals, the boy seems to have problems with his gender identity,
which manifests itself in a "hard" and disorderly conduct. Thus,
behaviour associated with masculinity. Schools should ensure that
the boy feels secure and try to create trust between him and at least
one teacher who has him as a pupil. The teacher of ethics lens
(2000) has two interesting chapters about the concept of ‘social o)
W because

sensitivity’ (pp. 34-35) and ‘trust’ (pp. 72-73). I see important
actors in the relationship between students and teachers (that
word

create an effective trust. I am aware that there is a great

Rebuttal esponsibility for the individual teacher and a lot of requests,
R but creating a more profound and responsible relationship with the
« Others
student. [...].
Qualifier Q word

therefore

Figure 4: The specific elements and words with different voices in the meaning content of the argument.

The second case, presented in Excerpt 2, is from the following day’s continued discussion between
Chris and Katrina. It illustrates the significance of comparing opposing arguments between classmates’
cases of teacher leadership, when Chris starts a discussion about what he considers has been developed
in their collective contributions:

Chris: I see that all cases have in common that there are boys who get in trouble and boys or men
who are the cause. It is difficult not to react with Mats Bjornson’s report: Gender and school
success: Interpretation and perspective (2005). 1 see that here we have reproduced a problem
image that goes through a lot in school. I think as future educators, we have a great responsibility
and a lot of work ahead of us that these boys must have a functioning school. This obviously
concerns both sexes and all regardless of gender who consider themselves unfairly treated.
(Published 2008-10-08 20:30)

Katrina: Since I will become a teacher in the hairdressing programme, with a very large majority
of female students, it seems I get an untroubled situation. No, joking aside, my years as a teacher
showed me that there are problems among female students as well. No cases of violence, but bad
household conditions, eating disorders, fights and jealousy, etc. (Published 2008-10-08 20:49)

Chris’ standpoint that “there are boys who get in trouble and boys or men who are the cause”, and
Katrina’s counterarguments that “there are problems among female students as well”, are the claims in
this excerpt. Both claims point to problem areas that exist at school today. The data of gender and
school success in Chris’ statement is supported in the literature, while Katrina’s argument is based in
personal experiences from her years as an unqualified teacher. The warrant in Chris’ statement is here
also explicit, because it explains the relationship between teachers’ responsibility to have a functioning
learning environment for both boys and girls and by Katrina since she will become a teacher with a
large majority of female students.
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Chris writes: “T see that here we have reproduced a problem image that goes through a lot in
school”. This statement is the backing in the argument, because the meaning or motivation of the
statement can be understood as: What I write is supported by the literature, therefore, I write it in my
post. The corresponding meaning found in Katrina’s statement can be understood as: What I write is
supported by my personal experience. If we look at the qualifier of the two claims, it is confirmed in
Chris’ contribution by all, regardless of gender, who consider themselves unfairly treated, while in
Katrina’s contribution, the statement applies to female students suffering from bad household
conditions, eating disorders, fights and jealousy, etc. Chris’ statement that teachers have a lot of work
in order to achieve a functioning school is the rebuttal in his argument.

If we look at the continued discussions between Chris and Katrina, the creation of meaning here
also depends on the discourse, with neutral word, others” word and my words, as well as the context in
which these voices are expressed. According to Bakhtin (1981, p. 293), the word in language is half
someone else’s, and becomes “one’s own” when the speakers or writers populate it with their own
intention and appropriate the words as their own. In the excerpt above, Chris uses words from the
literature, while Katrina puts words on her own experiences and ontological conclusions. The
utterances thus contain dialogic overtones, since they are filled with echoes of other people's words,
arguments, evidence and reasoning from other texts (Bakhtin, 1986, 2004b). The mandatory elements,
claim (on gender-related problems), data (from the literature) and warrants (concerning the teachers”
responsibility), can here be related to the corresponding backing, degree of strength in the qualifier,
and connecting rebuttal. Figure 5 illustrates the specific elements and words with different voices in

the meaning content of the argument.

Chris: I see that all cases have in confmon that there
ho get in trouble and boys or men who are the cause. It is
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Figure 5: The specific elements and words with different voices in the meaning content of the argument.

On the other hand, the relation between neutral words (with general meanings) can be evaluated with
respect to others” word (from literature) and experiences. Some are appropriated to become my words.
The students become shareholders and co-authors in a joint meaning, in which knowledge and
understanding develops. In short, the excerpt illustrates the fact that these mutual negotiations emerge
in dialogues between students, and their meaning potentials arise as the range of meaning-mediating
possibilities (Rommetveit, 2003). Such negotiations are illustrated in this argumentation about gender
and functioning school for boys in trouble, and girls with bad household conditions, eating disorders,
or fights and jealousy.

The third case, discussed in Excerpt 3, illustrates lack of relationship and dialogic interaction with
the group members' arguments. The case took place at a secondary school, where a student discovered
that a Dajm chocolate bar and a bus pass had disappeared from his bag, which was in the classroom.
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Some students with an immigrant background, who were outside the room at the time of the incident,
were asked to show what they had in their pockets. This case quickly leads to an excited atmosphere
among the students, and a discussion arises about the appropriate course of action. Andrew tries to
focus his argumentation on three points:

A: Recommended procedure of a Dajm and a bus pass.

Should be done: the police report is made by the student and the police investigation follows.
Comment: The school shall not investigate the incident on its own. According to available
literature (Erdis, 2008, p. 100), individuals over 15 have criminal responsibility and shall be
reported to police in cases of suspected crimes.

B: The teacher's degrading treatment of a student who is suspected of theft.

Should be done: The student notifies the incident to the headmaster who, after instruction in the
existing equal treatment plan, initiates an investigation against the current teacher.

Comment: Since the law (SFS 2006:67) on the prohibition of discrimination and other degrading
treatment of children and pupils — has stipulated zero tolerance towards this type of behaviour, the
teacher should be reported.

C: The teacher's decision not to interfere in the debate on immigrants.

Should be done: Interrupt the conversation on immigrants and gather the group to instead discuss
the meaning of the democratic values which the school's work is based on.

Comment: In available literature (Zackari & Modigh, 2000, pp. 27-28, 69) the authors write that
"dialogue is the most important democratic tool in school". It is therefore important that the
democratic mission is clear to everyone, and that this also implies a respect for all people’s equal
value. (Published 2008-10-07 11:40)

In this excerpt, Andrew’s three standpoints are his claims about what “should be done” — the
recommended procedure to follow in such cases. The data are his three comments from the literature.
The warrant is explicit, because it explains the relationship between criminal responsibility and police
notification, and between democratic mission and respect for all people’s equal value. Andrew also
uses a qualifier, when he writes “It is therefore important that the democratic mission is clear to
everyone”. In other words, the statement applies to all. The backing in all three claims has the
underlying underwriting, explaining the motivation (on account of): What I write is supported by the
literature, therefore, I write it in my post. If we look at the arguments from a Bakhtinian point of view
(1981, p. 342 ff.) Andrew’s three positions can be compared with monological statements, supported
by authorities, such as an adult, a parent or a teacher - for his arguments require confirmation, and
transferees who will passively accept the procedures recommended by authorities, without deeper
reflection. He uses neutral words in his recommended procedures, and others” words from the
literature, but his own words are unclear and not negotiable. One example is when he writes: “The
school shall not investigate it on their own”.

The fourth case, in Excerpt 4, illustrates another lack of relationship and dialogic interaction with
the group members' arguments. The case is about a mother who in letter dated 27 April 2007 had
reported that her son Kalle since autumn 2005 had been subjected to degrading treatment at school,
and that the humiliation had a negative impact on his schooling. Leo is late with his opinions and tries
to hide it with a joyful tone:

Hello everyone!

I must hand it to you! The arguments and thoughts that you all have sent are very good and well
read. What I would like to underline with the case is the importance to take signals and calls for
help very seriously. That they didn’t realise the extent of Kalle’s problem is terrible. The
municipality writes in the summary that Kalle urgently needs to go to the counsellor, but receives
the reply that he can return in two weeks ...! What aspects do they add to the word urgent? As I see
it, Kalle is bullied not only by the pupils at the school, but also by the school's management. When
they try to repair their mistakes, is it too late. The group dynamics that bulling can produce is
already running. The outcome of the National Agency for Education’s investigation is given. One
can fall back on the law which came into force in early 2006, the law against discrimination and
degrading treatment of children and pupils. (Published 2008-10-09 23:02)

This excerpt illustrates the phenomenon of 'Turking', when Leo sends his contribution just before the
deadline of the assignment. His summary of the group members' arguments, stating that all of it is very
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good and well read qualifies his claims about bullying, and the importance of taking signals and calls
for help very seriously. The data (about the municipality's letter), and warrant (concerning the
school’s attempt to repair their mistakes), is an example of poorly developed opinions (Matusov,
2007). His neutral words, describing the problem of bullying, as well as others” word from the
municipality's letter, and his own words in his claims, are all examples of monological conveying
voices, because Leo had no time to analyse the question himself, and reflect over his own and others’
arguments. The lack of relationship and dialogic interaction with the group members' arguments can
also be compared with monological statement.

However, according to Henri (In Dysthe, 2002), there is still a learning potential in 'lurking', when
the students simply read what others have written, although they don’t respond or otherwise contribute
to the exchange of meaning. From that perspective, Leo may have personally learned from the other
students. Bakhtin’s extended concept of dialogues also offers a broader explanation. Dialogical
processes - such as writing, reading and evaluating own and others texts — through their very nature,
do result in learning, even if it cannot always be traced openly.

5. Discussion and online education implications

The aim of this study was to examine how students can be encouraged to use and evaluate their own
and others' web-based written, asynchronous arguments, as a tool for their own and others’ learning.
The aim was also to develop an analytical dialogic model, which makes it possible to distinguish,
identify and describe the articulation of meaning content of the arguments (data, claims, warrants and
so on). The study illustrates important aspects of how argument works and helps to shape the dynamic
negotiation of meaningful content that emerges in social and dialogic interactions in a web-based
setting. The material was interpreted based on Bakhtin’s theories on dialogic interactions (1981; 1986,
2004a; 1986, 2004b) - contending that a voice is always formed by and expressed from a particular
viewpoint or perspective - combined with Toulmin’s argument pattern (1958), stating that dara,
claims, warrants and backings of an argument shall be established, or else refuted in the end. In these
relations and negotiations, meaning potentials arise, as the range of meaning-mediating possibilities,
that emerge during dialogues between students (Rommetveit, 2003).

Thirty student teachers’ written asynchronous contributions were selectively analysed through a
two-phase analysis (cf. Patton, 2002). Data consisted of 253 contributions submitted as part of a group
assignment (70 % of a total of 362 contributions. The remaining 30 % did not relate to the subject
matter of the assignment, and were therefore discarded). Contributions related to 31 cases of teacher
leadership (one authentic official case and one from each student), and were made in a web-based
learning community over a period of one week. The majority of the written, asynchronous arguments
(64 %) made use of all three of Toulmin’s mandatory elements (C, D, W); combined with one or two
of the optional elements (Q, R, B) (see Table 2, above). There is a difference between the five groups
in their use of the most complex arguments (containing 4 or five of Toulmin’s elements), from 48 % to
84 %, and this result illustrates that the students’ argumentation develops when the content is
confronted with others’ utterances, consisting of both claims, data and warrants, and justifying
opposing arguments with backings, rebuttals or qualifiers. According to Bakhtin (1986, 2004b, p. 67),
“the nature of the utterance and of speech genres is of fundamental importance for overcoming those
simplistic notions”. The examples illustrate that discussion of what has developed in the students’
collective contributions, including reproductions of others” word, experience or literature, leads to a
double-voiced discourse (Bakhtin, 1984), where students generate new meanings. In the students’
contributions, different statements, emphasis and experiences could be observed, that constituted
traces of double-voiced discourse. This type of discourse has a twofold direction: both toward the
claims, data and warrants in their contributions, as an ordinary discourse, and toward another’s
discourse, toward someone else’s words, in literature or from personal experience. In this manner,
applying Bakhtin’s theories bridges across the social-individual divide.

In Excerpt 1, one of the students is discussing a boy's transfer to another school. The student Chris
uses the content in two books (Zackari & Modigh, 2000; Bjornsson, 2005), and reads the group
members contributions, and on the third day discovers the gender problem at school. On the one hand,
this can be seen as Bakhtin’s neutral and others” words in literature and in different contributions in
relation to Chris” own words. On the other hand, the same statements can be analysed as Toulmin’s
claims, data and warrants. In students’ written arguments, the word of the authors and the addressees
meet. This meeting belongs to both the students and the authors, and if both voices/words can be
heard/read, the process develops more and finer traces of deeper active understanding. In other words,
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every argument has addressivity, which is shaped by the chain of arguments, where each utterance can
be considered as a response to previous arguments.

By contrast to the more complex type of argumentation illustrated above, 15 % of the contributions
contained three elements, and 21 % only two of Toulmin’s elements. The poverty in argumentation
elements showed lack of relationship and dialogic interaction with the other group members'
arguments. One example is in Excerpt 3, when the student Andrew tries to focus his argumentation on
three points, using monological statements. The argument pattern here represents an example of a
confirming discourse, due to the monological nature of the arguments and the absence of dialogical
words and voices. First and foremost, Andrew passively reproduces or recreates words from the
literature and thereby mediates, in a monological fashion, the claims, data and warrants, with
inadequate and superficial relations between his own, others” and neutral words. The student Leo's *
lurking’, in Excerpt 4 does not contribute to meaningful learning for the group, since he only reads
and provides confirmation to what others had written, and in the end engages in the group’s
argumentation as a matter of duty only. Nevertheless, it still gives him the opportunity to benefit
personally from the others’ discussions. Excerpts 3 and 4 use monological conveying arguments and
poorly developed opinions, and do not meet the standards of reflection at an academic level. In these
two examples, contributions lack the dimension of engaging in dialogic collaborative learning
processes. The students do not appear to have this purpose of questioning or developing previous
arguments, and they do not seem motivated to develop new meanings in cooperation with other
students.

Many authors believe that in academic studies, there should be room for and emphasis on the
processes of reasoning, through collective higher-order and critical thinking, engaging in activities that
support the development of students' ability both to independently analyse and cooperate (Meyer,
2003; Schellens & Valcke, 2005; Matusov, 2007; Wegerif, 2007; Richardson & Ice, 2010; Scheuer et
al., 2010; Swann, 2010). The web-based assignment investigated in the present study appears to be a
type of activity that supports the development of such skills. Although some contributions presented
more monological characteristics, many students’ argumentation, as in Excerpts 1 and 2, can be
interpreted as the manifestation of written polyphony. The students’ independent words with voices in
the arguments have the same value or authority as the authors in the books. None of the students have
the last word (Mgller Andersen, 2002; 2007). The manifestation of the “two-voiced” word can thus be
used in the analysis of written, asynchronous utterances, which are formed by voices (Mgller
Andersen, 2008). Figure 6 illustrates this combination in a dialogical argument pattern.

Meaning content with others texts consisting of more or less: i
Neutral word - reproduce other people's world view & generally thought :
Others” word - contains echoes of others voices, theoretical & empirical H
My word - contain their own and others voices, which become their own words !

________________________

[ X
" Qualitier (Q)
t Related to the claim and indicates the
TI v degree of strength in the claim of
N/ using peculiar comments
D_ata (D) N Claim (C)
Information which the claim is based “Therefore” |  assertions about what exists or

(previous research, personal
experience, common sense or
statements) and are used as
evidence to support this claim

the justification of the norms or
values that people hold or desire
for acceptance of the claim

Rebuttal (R)
Connected to the qualifier with the
“Unless”|  statements or facts that either

contradict the claim, data or
rebuttal or qualify an argument

» Warrant (w) Byt
Explicit or implicit argument that
explains the relationship between
data and claim

Backing (B)
“Because of" Connected directly to the warrant ,
“On account of” | with often implicit motives underlying

underwriting and claims

“Because”
“Since”

Addressivity for éollaborative learning

Figure 6: Summary of a dialogical argument pattern.
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In the present study, combining analytical tools - based on Bakhtin’s theories of dialogues as a
theoretical framework, and Toulmin’s argument pattern - appears as a way to make the specific
elements in the arguments and the different words with voices in the dialogues — as well as the
dialogical relations between them — more explicit — and more visible. It may be concluded from results
emerging in this study, that using assignments drawing on authentic cases, is indeed a way to make the
words more genuine and living (Bakhtin, 1984). The pedagogical structure with group argumentations
over a specific period, where dialogue exchange and collaboration are in focus, opens for the
manifestation of written polyphony. A more complex argumentation develops when the content is
confronted with others’ utterances, consisting of comparing different statements and justifying
opposing arguments. There may be direct and explicit opinions in the contributions. We may find
assertions about what exists, or statements that contradict, confirm, complement or develop further.
Common sense or implicit or unspoken motives may also be expressed. In this particular form of
discourse, the students’ argumentations consist partly of their own words and voices, and partly of
others’. Each argument is an intersection of words, where at least one aspect of others” words can be
read, and each utterance can be considered as an answer to preceding utterances, that is, it has
addressivity (Bakhtin, 1986, 2004b). This addressivity is made more possible in collaboration with
other students.

Critical arguing is an active learning process that develops over time, when students use their
experiences and literature with others, to develop new ways of thinking and acting (Wertsch, 1991;
1998; Stahl et al., 2006; Stahl & Hesse, 2008). The different words and voices in the arguments in
written asynchronous dialogues make it obvious that mutually enriching collective interactions do not
necessarily appear or develop spontaneously. All these processes need to be supported, encouraged
and challenged by teachers, with argumentative tasks and use of peer scaffolding and peer support
between students, to improve the quality of argument activities in web-based courses and in distance
education.

Furthermore, it can be argued that this development of sense-making and meaning-mediating
possibilities becomes more explicit (Linell, 1998, 2001; Rommetveit, 2003), when the theories of
Bakhtin’s dialogic interactions and Toulmin’s argument pattern are combined. The combination of
these theories builds bridges across the social-individual-collective divide. The dialogical argument
pattern above, and excerpts in Figures 4 and 5, with the specific elements and words by which
statements are related to each other to form an argument, can additionally be used as meta-cognitive
tools for students and teachers, to promote individual and collective learning, and also in order to self
analyse their own and others” texts retrospectively.
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